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Purpose of the Study 
The major purpose of this investigation was to deter¬ 
mine the relative effectiveness of two instructional 
methodologies upon achievement scores of a select number 
of bilingual-bicultural elementary school children in the 
areas of reading, mathematics, and social skills. A 
subordinate purpose was to examine demographic data 
pertaining to the subjects' families to ensure the com¬ 
parability of the two groups based upon similarity of their 
backgrounds. 
Research Procedures and 
Methodologies 
The sample consisted of ninety-six selected third 
world bilingual students enrolled in the Hutchinson and 
Benteen Elementary Schools of the Atlanta Public School 
System in Atlanta, Georgia. Fifty-two students attending 
the Hutchinson Elementary School were designated as the 
experimental group and were instructed for a period of 
sixteen weeks by the English as a Second Language (ESL) 
method. The remaining forty-four students, the control 
group, attended the Benteen Elementary School and were 
instructed by the Standard Instructional Program (SIP) 
method for sixteen weeks. These subjects were categorized 
as non-English-speaking (NES) or limited-English-speaking 
(LES) previously determined by their scores on the Michigan 
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Oral Language Test. The Stanford Achievement Test measured 
the pre- and post-achievement scores of each subject in the 
areas of reading, mathematics, and social skills. Possible 
threats to external validity were listed as the inability 
to assess the interaction between pre and post-effects and 
limited generalizability of the findings. 
Three independent t-tests as executed by the Statis¬ 
tical Package for the Social Sciences (SPSS), analyzed the 
significance in responses between the ESL and SIP students. 
The level of significance was at .05. 
Results 
The independent t-tests revealed significant differences 
at the .05 level or better in achievement gain scores between 
the experimental and control groups on Level I, II and III 
Word Reading Performance and Level III Reading Compre¬ 
hension. The experimental group showed consistently over¬ 
all greater mean gains in reading (+30.30), mathematics 
(+3.99), and social skills (+5.33). The level II control 
group showed a greater mean gain in social skills and 
mathematics application than the level II experimental 
group. The three null hypotheses were rejected because the 
computed t-value for each was more than the table t-value 
at the .05 level of significance. 
Conelusions 
Since students in the experimental group (ESL method) 
showed an overall greater mean difference than students in 
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the control group (SIP method), it can be concluded that 
the ESL method is more effective than the SIP method in 
raising the students' achievement levels in reading, 
mathematics and social skills. Due to limitations in the 
study,such as lack of random sampling, small data base, 
and lack of ability to control the delivery of the two 
instructional methods, it is only possible to generalize 
beyond the target populations in a limited fashion. 
Recommendations 
The following recommendations are based on the find¬ 
ings and conclusions: 
1. It is imperative that researchers look 
closely at the results produced by 
teaching bilingua1/bicultural students 
entirely in their native language, in 
the ESL method and in the SIP method 
over an extended period of time. The 
teaching of these students might require 
a combination of instructional methods as 
required for native American students based 
on the subject matter. 
2. It is recommended that federal educational 
agencies involved in bilingual/bicultural 
education launch a national effort in 
cooperation with state departments of 
education and local school systems to 
research thoroughly the area of bilingual/ 
bicultural education. This could provide 
an abundance of needed data on the simi¬ 
larities and differences between programs 
in operation. 
It is recommended that the Office of Bilingual 
Education, United States Office of Education, 
and the National Institute of Education, 
develop, implement, coordinate, and disseminate 
materials and research data of ongoing, 
exemplary prograsm to local school systems. 
3. 
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It is hoped that such a federal effort would 
reveal the major component differences between 
a successful and an unsuccessful bilingual/ 
bicultural education program. 
A COMPARISON OF THE SCHOLASTIC ACHIEVEMENT FOR 
SELECTED THIRD WORLD ELEMENTARY SCHOOL 
STUDENTS TAUGHT BY THE ENGLISH AS A 
SECOND LANGUAGE (ESL) MODEL AND 
THE STANDARD INSTRUCTIONAL 
PROGRAM (SIP) METHOD 
A DISSERTATION 
SUBMITTED TO THE FACULTY OF THE SCHOOL OF EDUCATION 
ATLANTA UNIVERSITY IN PARTIAL FULFILLMENT OF THE 
REQUIREMENTS FOR THE DEGREE OF 






TABLE OF CONTENTS 
DEDICATION iv 
ACKNOWLEDGEMENTS  v 
LIST OF FIGURES vi 
LIST OF TABLES vii 
Chapter 
I. INTRODUCTION  1 
Educational Significance  6 
Statement of the Problem  7 
Research Questions  8 
Operational Definitions  8 
Hypotheses  9 
Summary  9 
II. REVIEW OF THE RELATED LITERATURE 11 
Introduction  11 
Definitions of Bilingual/Bicultural 
Education 14 
Studies of Bilingual/Bicultural 
Education 20 
Scholastic Achievement Using the ESL 
and Regular or Traditional Methods .... 32 
Studies Pertaining to Tests and Test 
Data of Students in a Bilingual 
Program 37 
Summary 50 
III. RESEARCH PROCEDURES AND METHODOLOGY  53 
The Population Sample  53 
The Locale of the Study 55 
Components of the Instructional Programs . . 55 
General Method of Investigation  64 
Research Design  68 
Instruments 69 
Data Collection Procedures  71 
Data Analysis Plans 72 
Summary 72 
-ii- 
TABLE OF CONTENTS—Continued 
IV. DATA PRESENTATION AND ANALYSIS 7 4 
Introduction  74 
Family Demographic Data  75 
Mean Comparisons of Instructional 
Levels 78 
Testing of Hypotheses  91 
Summary 9 4 
V. FINDINGS, CONCLUSIONS, IMPLICATIONS AND 
RECOMMENDATIONS  96 
Findings 96 
Conclusions 101 
Implications  102 
Recommendations  103 
APPENDICES 10 5 






To my wife, Ethel L. Jordan, who through consistent 
encouragement and understanding, made the task of com¬ 
pleting this dissertation possible; my daughters, Cassandra 
L. and Letetia 0., and granddaughter, Eric Nicole; father 
and mother, Mr. Obe Jordan, Sr. and Mrs. Lessie B. Jordan, 
and to my sister, Mrs. Annie J. Graves, this dissertation 
is lovingly dedicated. 
—0. J., Jr. 
-iv- 
ACKNOWLEDGEMENTS 
Since appreciation is expressed to the many people 
who contributed in any way, small or large, to the com¬ 
pletion of this study; in particular, I wish to extend 
sincere sentiments of gratitude to the chairman of my 
committee, Dr. Ernest Bentley, Jr., for his advice and 
kind assistance throughout the study. 
Among those who have given most generously of their 
time are the members of my committee: Dr. Norman Thomas 
and Dr. Ralph Frick. I thank them all sincerely, however, 
I am particularly grateful and indebted to Dr. Blanche S. 
Hamilton who not only supported and befriended, but 
guided me through some very difficult days. 
I would find it remiss to fail to thank Dr. Stephen 
Herrman for his patience and endurance while encouraging 
me to pursue the doctoral degree. 
Sincere appreciation is extended to my secretary, 
Mrs. Joann Underwood for typing and copying; Mrs. Eleanor 
Wade and Mrs. Verdell Carter for library assistance. I 
want to thank Dr. Samuel Jimerson who played a vital role 
in helping to analyze the statistics for this study. 
-v- 
LIST OF FIGURES 
1. English as a Second Language Model  55 
2. Standard Instructional Program Model  63 
3. ESL/SIP Pretest-Posttest Comparative Design . . 64 
4. Research Design  67 
-vi- 
LIST OF TABLES 
1. Country of Origin  76 
2. Homeland Occupation of Parents  76 
3. Parent Educational Levels  77 
4. Number of Children Per Family  77 
5. Time Living in the United States  7 8 
6. Students' Distribution  79 
7. Word Reading - Level I  80 
8. Listening to Words and Stories - Level I . . . 80 
9. Word Reading - Level II  81 
10. Reading Comprehension - Level II  8 2 
11. Word Reading - Level III  83 
12. Reading Comprehension - Level III  8 3 
13. Concepts of Numbers - Level I  84 
14. Mathematics Applications - Level I  85 
15. Mathematics Computations - Level II  8 6 
16. Mathematics Applications - Level III  87 
17. Mathematics Computations - Level III  87 
18. Mathematics Applications - Level III  88 
19. Social Skills - Level I  89 
20. Social Skills - Level II  90 
21. Social Skills - Level III  91 
22. Summary of Independent T-Tests in Reading ... 92 
23. Summary of Independent T-Tests in Mathematics . 93 
24. Summary of Independent T-Tests in Social 
Skills  94 
25. Summary of Mean Comparisons 106 




The United States has been a nation composed of 
many ethnicities and many languages since the early 
colonial period. This composition has created a model of 
a pluralistic society in which ethnic minorities maintain 
and develop their own cultural heritage. This model 
brought about pressing demands from many sectors for an 
increase in bilingual programs, although these programs, on 
a limited basis, have been in existence since 1950. 
With the influx of thousands of immigrants to our 
state and nation, bilingual-bicultural instruction has 
become an integral part of many school curricula. As a 
result, English is no longer taught as a separate subject, 
but as a tool along with other languages to help students 
assimilate into society. 
Nationwide there are more than five million school- 
age children who speak a language other than English or 
live in households in which a language other than English 
is spoken.^- The need to develop and design effective 
1"NCES Releases Statistical Finding on Language of 
Minorities in the U.S.," National Clearinghouse for 
Bilingual Education Forum 1, No. 8 (October 197Ô) : 4-5. 
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educational programs for these children is one of the 
most pressing tasks confronting policymakers and educators 
at the federal, state, and local levels.'*' 
Bilingual education is in critical 
need of research, both basic and 
operational, and unless it receives 
this support, this great experiment 
could become just another passing 
effort in the history of American 
education which failed to achieve 
its goal--to the detriment of millions 
of school children and our whole 
society.2 
A review of the status of research on bilingual 
education indicated that there is not yet a systematic 
3 data base upon which to form generalizations. However, 
research priorities recently have been identified and 
include studying the effect of different reading instruc¬ 
tional approaches of transfer from native language reading 
to reading in a second language.^ 
Bilingual education has impacted the educational 
curriculum in the south in recent years because of the 
influx of several different ethnic groups.. Most notable 
among these ethnic groups was the immigration of Cubans to 
several regions within the United States, but particularly 
to the region of the south. The Cuban immigration was 
1Ibid. 
2 .... Rudolph Troike, Research Minorities in Bilingual 
Education (Arlington, Virginia: Center for Applied 
Linguistic, 1974), p. 2. 
^Ibid. , pp. 4-12. 
^Ibid., pp. 39-40. 
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greatly influenced by the communistic form of government 
established by Fidel Castro during the 1960s and 1970s.^ 
Another group who has made its presence felt on the 
school systems are the Haitians. Haitian immigrants have 
come to the United States since the 1920s, but it was not 
until the sudden influx of Haitian "boat people", and the 
simultaneous arrival of Cubans from Mariel, that public 
attention was drawn to the plight of Haitians seeking 
2 
asylum in the United States. Most Haitians speak only 
Creole with a smaller urban group speaking French. For 
this reason English as a second language has been encouraged 
to help the Haitians adjust quickly to the new society and 
culture.^ 
For a multitude of reasons, since 1975 there have 
been thousands of persons from Indochina who have re¬ 
settled in the United States. Although there are many 
similarities between the geography and cultures of the 
countries of origin for Vietnamese, Cambodian, and Laotian 
children, contrasts with western culture of the United 
States are extreme. 
^Jennifer Riggs, Christian Church (Associate Director 
of Refugee Resettlement for the Disciple of Christ, June 
1980) , p. 23. 
2Cuban/Haitian Task Force, Cuban/Haitian Operating 
Manual (Washington, D.C.: March 1981). 
3 
Neal R. Pierce and Jerry Hagstrom, National Journal 
(February 1980): 71-72. 
4Jeffrey Kaye, "Yearning to Breathe Free," New West, 
April 1980, pp. 56-70. 
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In comparison to the earlier arrivals (1975-1976) 
more recently arriving Vietnamese, Cambodian, Laotian and 
other Indochinese children and adolescents now arriving are 
generally making a slower transition to western culture 
because of several reasons including the following: 
1. Several years under communism 
2. No schooling in some countries for 
several years 
3. Poorer physical condition on arrival 
4. Long refugee camp stays 
5. Some differences in the educational 
and socioeconomic levels of their 
parents, and 
6. Psychological traumas since 1975.''' 
In order to facilitate the transition of these 
immigrated ethnic minority students to a western culture, 
laws and remedies were provided for local school systems. 
The Civil Rights Act of 1964 mandated equal educational 
opportunities for all ethnic groups. 
In January 1974, the Supreme Court in Lau v. Nichols 
ruled that the San Francisco Unified School District (SFUSD) 
violated section 601 by failing to establish a program to 
deal with the students' language problems. Subsequently, 
in the summer of 1975, the Office of Civil Rights issued 
■'"National Council of Churches of Christ in the United 
States, Division of Overseas Ministries, "Immigration and 
Refugee Programs," New York, 1981, pp. 14-23. 
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guidelines and "remedies" for past educational practices. 
The remedies hold that English to speakers of other 
Languages (ESOL) alone is not enough, that bilingual 
instruction in the knowledge and skill (subject) areas 
must be provided from grades one through nine for those 
students who speak little or no English. 
It is understood that school programs and instruc¬ 
tional methods must meet the needs of all children. There¬ 
fore, it is imperative that school administrators and staff 
members possess the understanding and knowledge that allow 
for the maximum skill and development of students whose 
language is other than English. 
The principal is the instructional leader of the 
school and has the responsibility of knowing how to select 
the best instructional program for the school. It is his/ 
her obligation to have a thorough knowledge of the program 
in order to plan and orientate the community where the 
school is located. The administrator may be called 
upon to explain the program to outsiders, or may have to 
make decisions regarding the use of specially-devised local 
achievement tests in place of state-approved tests. 
Because of the aforementioned reasons, this research 
sought to determine the significant difference in the ESL 
program and that taught by the Standard Instructional 
Program, in reading, mathematics, and social skills. 
-6- 
Educational Significance 
Beginning with the events of the 1950s and 1960s 
and continuing to the present time, emphasis has been 
given to the need for providing an adequate curriculum 
to prepare citizens to adjust and cope in a new country. 
Cited studies give support to the importance of design¬ 
ing new curricula and methods for bilingual education. 
In 1978 Troike found that very few teachers had 
certification in the field of bilingual education. Also, 
there was only a small number of institutions of higher 
learning that was including the program of bilingual 
education into their curriculum. 
Attempts have been made on national as well as local 
levels to solve these problems. The Office of Education 
has funded several teaching centers and regional offices 
to help correct the situation. In Georgia, the State 
Department of Education has included a branch for bilin- 
gual-bicultural education to supervise all bilingual pro¬ 
grams. In the Atlanta Public School System, a new program 
was implemented to address bilingual issues. The efforts 
of these three groups, among others, give testimony to a 
recognized need for bilingual (ESL) education. 
This study will be significant to several groups of 
educators nationally, regionally, and locally. Students, 
our future leaders, should benefit from the findings. 
Moreover, the study should have particular meaning for: 
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1. Administrators charged with providing 
relevant educational programs. 
2. Researchers in bilingual-bicultural 
educational development interested in 
the effect of a specifically designed 
method for teaching bilingual (ESL) 
education. 
3. Education theorists who will be 
interested in knowing the accuracy of 
their proposed goals. 
In recognition of these factors, this study was 
designed to furnish information concerning the two methods 
of instructions, ESL and SIP, on scholastic achievement for 
reading, mathematics, and social skills. 
It is hoped that this information may be useful in 
assisting administrators to direct teachers, and resource 
persons in planning better educational programs for 
bilingual students. 
Statement of the Problem 
This study investigated the relative effectiveness 
of instructional methodology of English as a second 
language (ESL) and the methodology of the standard instruc¬ 
tional program (SIP) upon third world elementary students' 
achievement in reading, mathematics and social skills. 
The achievement level was determined by administering a 
pretest and posttest to the same group of students after a 
period of four months, using the three subscales of the 
Stanford Achievement Test (SAT). 
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Research Questions 
This study is designed to answer the following 
questions : 
1. Do third world students taught by the 
ESL method show higher gains in reading 
achievement scores than those taught by 
the SIP method? 
2. Do third world students taught by the 
ESL method show higher gains in mathe¬ 
matics achievement scores than those 
taught by the SIP method? 
3. Do third world students taught by the 
ESL method show higher gains in social 
skills than those taught by the SIP 
method? 
Operational Definitions 
1. English as a Second Language (ESL) is the intensive 
study of English taught to non-native speakers of 
English. 
2. Standard Instructional Program (SIP) is an established 
teaching procedure and operation for all students. 
3. Bilingual Education is the concurrent use of two 
languages as media of instruction for a student in 
a given school in any or all school curriculum. 
4. Monolingual Student is a student who speaks only 
one language natively. 
5. Monolingual Instruction is instruction in one 
language only, the dominant language of the society. 
6. Third World Citizens are defined as those individuals 
who immigrated to the United States from the con¬ 
tinents of Africa, Asia, and portions of Cambodia 
and Vietnam. 
7. Elementary School is a school that is composed of 




The null hypotheses were constructed in terms of the 
problem statement and the research purpose. The hypotheses 
which were tested are stated below: 
HO^: There will be no statistically 
significant difference between the 
experimental group and the control 
group in the increase in scholastic 
achievement scores in reading as 
measured by the Stanford Achievement 
Test. 
HO2: There will be no statistically 
significant difference between the 
experimental group and the control 
group in the scholastic achievement 
scores in mathematics as measured by 
the Stanford Achievement Test. 
HO^: There will be no statistically 
significant difference between the 
experimental group and the control 
group in the scholastic achievement 
scores in social skills as measured 
by the Stanford Achievement Test. 
Summary 
Present interest in bilingual education raises a 
number of curricular as well as administrative issues. 
Educators are increasingly faced with the difficulty of 
providing a bilingual program which will significantly 
increase English proficiency for non-English speaking 
students. It is the purpose of this study to investigate 
the effectiveness of two methodologies upon third world 
students' scholastic achievement scores in reading, 
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mathematics, and social skills. The growing evidence that 
bilingual students are underachievers in second language 
acquisition skills suggests that studies such as this one 
can significantly contribute to the work being done in 
this area. 
CHAPTER II 
REVIEW OF THE RELATED LITERATURE 
Introduction 
Public interest in bilingual education is not new. 
During the 1700s, non-English speaking settlers often 
established schools in which their native language was the 
primary language of instruction. Native language instruc¬ 
tion was perceived as the most effective way of conveying 
knowledge to the young, while preserving the culture of 
the countries from which their parents had immigrated. 
Toward the end of the nineteenth century this emphasis 
came to an end. The major reason for this demise of non- 
English language instruction was the wish on the part of 
the majority to create a "unitary Americanism both political 
and social."'*' 
Anderson and Boyer hold that probably every nation in 
the world has had some bilingual population served by 
bilingual education. Since the status of bilingualism 
1James A. Banks, Multiethnic Education; Theory and 
Practice (Boston: Allyn and Bacon, Inc., 1981), pp. 20-21. 
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varies from country to country, practices that succeed 
in one country may not necessarily succeed in another."^ 
It follows, then, that during the period from 1830 
to 1840, bilingual education programs flourished in many 
localities in the United States. An Ohio law passed in 
1839 allowed youth who wished to study the German language 
to attend a German school. An 1872 Oregon law permitted 
monolingual German schools, and an 1872 Colorado law 
allowed bilingual public schools. 
Although legislatively required bilingual schools 
experienced a flourishing period during the nineteenth 
century in certain localities of the United States, their 
acceptance during the twentieth century was resisted in 
other areas. Lambert stated that the tone of writing on 
the value of bilingualism was pessimistic through the 
2 
1950s, but has been optimistic since the 1960s. 
In 1963, a bilingual public school was established 
in Dade County, Florida, for Cuban immigrants, in which 
morning instruction was in one language and afternoon 
instruction in the second language. The program also 
included English-speaking children of the community, who 
^Theodore Anderson and Mildred Boyer, Bilingual 
Schooling in the U.S. (Austin, Texas: Southwest Educa- 
tional Development Laboratory, 1970), p. 17. 
2wallace E. Lambert, "The Two Faces of Bilingualism 
on the Individual, Cognitive and Sociocultural Conse¬ 
quences," in Bilingualism, Psychological, Social, and 
Educational Implications, ed. P. A. Hornby (New York: 
Academic Press, 1977), pp. 15-27. 
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would be taught Spanish and English within the structure. 
The program is proving to be extremely successful for both 
1 groups. 
The following year, two programs were organized in 
Texas, and prior to the passage of Title VII in 1968, there 
were eight programs in Texas; two in California; and one 
each in New Mexico, New Jersey, and Arizona. The Arizona 
2 
program was the first bilingual program for Indians. 
3 4 5 As reported by Troike, Lambert, Zepper and Cruz, 
bilingual education programs can provide a bridge that 
closes the gap between the achievement of ESOL and bilin¬ 
gual children. The closing of this gap is often referred 
to by research literature as transitional bilingual educa¬ 
tion. 
Congress even voiced support of bilingual education by 
the passage of a bill to amend the Elementary and Secondary 
Education Act of 1965. A cogent statement from the bill 
is as follows: 
''"Luis M. Loosa, "Second Language Instruction, Some 
Research Considerations," Curriculum Studies 8 (1963): 
149-165. 
2lbid., p. 79. 
3 
Rudolph C. Troike and Ernest Perez, At the Crossroads 
(Arlington, VA: National Clearinghouse for Bilingual 
Education, 1978). 
^Wallace E. Lambert, The Effects of Bilingualism on 
the Individual (New York: Academic Press, 1977). 
^Loraine Testa Zeppert and Roberto B. Cruz, Bilingual 
Education: An Appraisal of Empirical Research (Berkeley, 
CA: Bay Area Lab Center, 1977). 
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Bilingualism does not exist in a 
vacuum; it exists in the context of 
ethnic, religious and cultural dif¬ 
ferences. It cannot be supported 
on a national scale without supporting 
biculturalism. Biculturalism requires 
awareness of one's heritage. It can 
only be enriching for our country to 
discover that the languages which have 
recently been brought to our attention 
are inextricably related to diverse 
behavioral products which can be every 
bit as acceptable and as valuable as 
the languages themselves. The languages 
can only function with meaningful 
patromonies, can only enrich America 
and the lives of its citizens.! 
The review of related literature will focus on six 
areas; (1) definitions of bilingual/bicultural education; 
(2) studies of bilingual/bicultural education; (3) studies 
on effects of acculturation and assimilation on bilingual 
students; (4) social skills of bilingual/bicultural 
students; (5) studies pertaining to scholastic achievement— 
using the ESL and regular or traditional methods, and 
(6). studies pertaining to tests and test data of students 
in a bilingual program. 
Definitions of Bilingual/ 
Bicultural Education 
Investigators have given various interpretations to 
the meaning of bilingual/bicultural education. In some 
instances, bilingual/bicultural education is given a dis¬ 
tinct definition. In other instances it is somewhat 
nebulous and lumped into the same category as English to 
United States Senate Committee on Labor and Public 
Welfare, Bill to Amend the ESEA Act of 1965 in order to 
Provide Assistance to LEAs in Establishing Bilingual American 
Education, Part I: May 18-26; Part 2: July 21, 1967, p. 
TT51 
-15- 
speakers of other languages (ESL). According to Anderson, 
a program of bilingual education is defined as one in which 
"there is instruction given in the study of English, to the 
extent necessary to allow a child to achieve competence in 
the English language and the study given in the native 
language of children of limited English proficiency."^ 
Gudschinsky held that bilingual education involves the use 
of two languages, one of which is English, as the medium of 
instruction in a comprehensive school program. There is 
evidence that use of the child's mother tongue, as a medium 
of instruction concurrent with an effort to strengthen his 
command of English, acts to prevent retardation in academic 
skills and performance. The program is also intended to 
develop the child's self esteem and a legitimate pride in 
2 
both cultures. 
Manguia relates bilingualism to ESL in the definition 
he espoused. He stated that: 
ESL is usually a crash program 
throughout the grades (1-12) to 
teach productive and receptive 
skills in English using foreign 
language techniques. Whereas the 
ESL component is an essential part 
of a bilingual program, ESL pays 
no attention to first language 
development. To have a bilingual 
^Theodore Anderson, "Bilingual Schooling in the United 
States," Southwest Educational Development Laboratory 1 
(January 1970): 127-129. 
2sarah C. Gudschinsky, Literacy in the Mother Tongue 
and Second Language Learning (Laval, Quebec : Les Presses de 
1'université, 1977), pp. 341-73. 
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program, ESL instruction must be 
accompanied by instruction in and 
through the first language of the 
students.1 
Gaarder addressed bilingual/bicultural education 
from the standpoint of political conservatives. He stated 
that it is a political process to help minority language 
groups adjust to America's society without eradicating the 
2 
linguistic foundation of their social and cultural heritage. 
Socolov viewed bilingual education from an aesthetic 
point of view. He held that bilingualism should be appre¬ 
ciated as the ability to function fluently and interchange- 
3 
ably in two languages. 
Ramirez defined bilingual education according to 
teaching strategies employed. He concluded that bilingual 
education rarely focuses on the development of equal skills 
in both English and another language. Instead, he noted, 
its most common objective is to impart English language 
skills to the non-native speaker as quickly as possible. 
He further indicated that to be effective, bilingual educa¬ 
tion must take place within a cultural context since lan¬ 
guage is both a product and an expression of the culture on 
which it develops.4 
ljuan C. Manguia, Supervision of Bilingual Programs 
(New York: Arno Press, 1978), pp. 67-69. 
2Bruce A. Gaarder, Schooling and Survival of Spanish 
in the United States (Rowley, Mass.: Newbury House, 1977), 
p. 18. 
3j. Socolov, ed., Early Childhood Bilingual Education 
(New York: The Modern Language Association, 1971), p. 41. 
^Manuel Ramirez and Alfreda Castoneda, Culture, 
Democracy, Cognitive Development and Education (New York: 
Academic Press, 1974), p. 93. 
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Reyes defined bilingual/bicultural education in 
relation to self-concept. He held that a bicultural/ 
bilingual program is one that should provide experiences 
and opportunities for the students to study their own 
culture and intercultural relationship and to improve 
their self esteem and raise their level of academic expec¬ 
tation and achievement. He further stated that the program 
should provide the students with content subjects taught 
either in his/her own language or English depending upon 
the various levels and language dominance of the individual 
student.^ 
In 1982, Lillian Barlaan-Mendoza designed a study to 
explore the effect of ESL teachers' conscious structured 
use of humanistic principles on their bilingual LES junior 
high school students' self-concept and English achievement. 
The study involved a comparison of the relative gains in 
self-concept and English achievement of students taught by 
trained and untrained teachers in humanistic principles. 
The findings showed no significant differences in gains on 
self-concept, although beginning students of trained 
teachers showed a significant gain in English achievement. 
The lack of significant differences may have been 
^"Vinicio H. Reyes, Bicultural-Bilingual Education 
for Latino Students (New York: Cuno Press, A New York 
Times Co., 1978), p. 186. 
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attributed to other relevant characteristics including the 
meaning of bilingualism.'*' 
Henry Peter Albino-Cordero also addressed the signifi¬ 
cance of self-concept and its relationship to the meaning 
of bilingualism. He undertook a study to determine the 
achievement and enhancement of self-concept of Puerto 
Rican children, as the literature had revealed that "feel¬ 
ings of rejection, helplessness, and lower self-concept are 
developed in these children, thus leading them to academic 
failure."1 2 
His subjects were 90 third, fourth, and fifth grade 
students from Puerto Rican lower socioeconomic class 
families in a bilingual class who were compared with 
students in the regular school program. Although the 
results were not statistically different, the bilingual 
students had fewer adjustment problems. 
Peter Albino also studied bilingualism in connec¬ 
tion with self-concept. He investigated whether there was 
a significant relationship between self esteem and achieve¬ 
ment among bilingual/bicultural students enrolled in a 
bilingual program as compared to those bilingual/bicultural 
1Lillian Barlaan-Mendoza, Dissertation Abstracts 
International (Ed.D. dissertation, University of San 
Francisco, I"982) , p. 2909. 
2 
Henry Peter Albino-Cordero, "An Investigation of the 
Effects of Bilingual and Non-Bilingual School Programs on 
Pupil Adjustment" (Doctoral dissertation, The University 
of Connecticut, Storrs, Connecticut, 1981). 
-19- 
students not enrolled in a program. The students were 
administered the Coopersmith's Self-Esteem Inventory. The 
grade point average (GPA) was used as the achievement 
index. The results of the study revealed significant 
relationships between self esteem and achievement of 
students enrolled in the bilingual/bicultural program as 
compared to those not enrolled in the program.^ He con¬ 
cluded also that the perceived meaning of bilingual/ 
biculturalism could be a determining factor. 
These studies provided several insights pertaining to 
the meaning or interpretation of bilingual/bicultural 
education. The ramifications include the need to enhance 
the self image of the bilingual student and extend from 
philosophical premises to political ones. The political 
premises surrounding the basic definition and methods of 
bilingual/bicultural education affect its implementation 
and exacerbate sociocultural adjustment problems for 
students in bilingual programs. 
1Peter Albino, "Self Esteem and Achievement Among 
Bilingual/Bicultural Students in Two Programs" (Doctoral 
dissertation, Northern Illinois University, Dekalb, 
Illinois, 1980). 
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The investigator's purpose in citing studies which 
examine the diversity of meanings given to bilingualism 
was to establish the theoretical basis germane to the 
present investigation and further elucidate the reason 
for which the study was undertaken. 
Studies of Bilingual/Bicultural 
Education 
Although many articles about bilingual education have 
been published in journals, the number of reported studies 
on bilingual education is small. The ESEA Title VII Bi¬ 
lingual Program was established by Congress in 1968 to meet 
the needs of students of limited English-speaking ability 
and to enable them to achieve competency in English. The 
first national evaluation of this program was begun in 1974, 
focusing on the Santa Fe Title VII program. However, the 
goals of the evaluation was the 'impact' of the Title VII 
program rather than the evaluation of the individual 
projects. In spite of the aforementioned, the results of 
the evaluation bore fruit for the bilingual education con- 
. 1 cept. 
One goal of the AIR study was to determine educational 
practices in the Title VII projects. In response to the 
question of what happens to the Spanish-dominant children 
^Ralf Kjolseth, Bilingual Education Programs in the 
United States (Tucson, Arizona: The University of Arizona 
Press, 1978), pp. 3-7. 
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after they were able to function in English, an analysis 
of the second grade through sixth grades from Fall 1975 
to Spring 1976 showed that the Title VII program did not 
appear to have a significant impact on student achieve¬ 
ment in English language arts and mathematics. Comparisons, 
across grades, of total Title VII and non-Title VII 
revealed that the Title VII students were performing less 
well than the non-Title VII students. 
Participation in the program did not bring about a 
more positive attitude toward school and school related 
activities. However, the extent of grouping—forming 
smaller subgroups of students within the class for instruc¬ 
tional purposes was significantly and positively related to 
gains in English, mathematics, Spanish as a second language, 
and overall gains in students' achievements. Apparently, 
the analysis found, the more groups or the more individual¬ 
ized the instruction, the greater the gains. 
The investigation further revealed that there was no 
consistent relationship across grades between any of the 
gains in student achievement or attitude and the proportion 
of Hispanic students in the classroom. The degree to which 
English was used in the home and neighborhood had no con¬ 
sistent relationship to gains in student test scores in 
English, Spanish or mathematics, or in attitude across 
grades.1 Apparently neither overall teaching qualifications 
^•Bruce Lambert, "The Two Faces of Bilingualism on the 
Individual: Cognitive and Sociocultural Consequences," 
pp. 15-27. 
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of teacher and teacher-aide, nor bilingual teaching quali¬ 
fication, nor bilinguality has much relationship to gains 
in English reading, English as a second language, mathe¬ 
matics and Spanish reading. 
The above findings by the American Institute for 
Research aroused considerable discussion among proponents 
and opponents of bilingual education. Leyba reported a 
study of the Title VII bilingual in the Santa Fe schools 
in which the findings were at variance with three of the 
AIR conclusions. He noted that: 
The project was identified by AIR 
as one of seven exemplary bilingual 
programs because of its sound 
evaluation and reporting system. The 
Santa Fe Title VII students showed, 
over time, increasing capability in 
English skills, mathematics, and 
especially reading. These students, 
over time, out performed the non-Title 
VII students in reading and mathematics. 
The AIR study reported that compared to 
national norms, the Title VII Hispanic 
students performed at the 20th percentile 
in English reading and at the 30th 
percentile in mathematics. Over time, 
the Santa Fe Title VII students surpassed 
and/or matched national norms in reading 
and mathematics.1 
Lambert, Tucker and their associates have reported 
extensively on -irunersion programs in Canada. In one study, 
they (Bauch, Lambert, and Tucker), stated: 
Two forms of French immersion programs 
were studied by comparing two groups of 
^Charles F. Leyba, Longitudinal Study of Title VII 
Bilingual Program: Santa Fe Public Schools (Los Angeles: 
California State University, National Dissemination and 
Assessment Center, 1978), 
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seventh grade students. The early 
French immersion program of one group 
included instruction in French in 
kindergarten and grade 1, with 
English introduced in the second and 
third grades, and both languages used 
after grade 3. The second group 
followed a traditional curriculum 
with French-as-a-second language 
component through grade 6 and then 
went into a one-year intensive French 
immersion program.1 
The data revealed that the level of French proficiency 
of the students in the early immersion program exceeded 
that of the students in the late immersion program. 
Intelligence test results indicated that the early immersion 
students represented a much broader range of scholastic and 
intellectual abilities than did the self-selected students 
in the later immersion program. 
Cziko noted the increase since 1965 in popularity of 
French immersion programs throughout Canada that have been 
extensively evaluated and found to be effective in foster¬ 
ing development of French language skills, with no detri¬ 
mental effects on English language development or on 
2 
academic or cognitive development. 
Rudolph C. Troike reported that there is growing 
evidence that bilingual education has proven a powerful 
approach to overcoming the problems posed by language 
^Wallace E. Lambert et al. , "The Two Faces of Bilingual 
Education," Focus 3 (August 1980): 1-4. 
2 
Gary A. Cziko, "The Effects of Language Sequencing 
on the Development of Bilingual Reading Skills," Canadian 
Modern Review 32 (May 1976): 534-39. 
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barriers. Students from non-English backgrounds in bi¬ 
lingual programs across the country are achieving close 
to or even above national norms in English, often, he 
says, for the first time in the history of their com- 
1 
munities. 
Some of the successful studies documented were: 
In St. John Valley, Maine (French), 
after five years, bilingually taught 
students outperformed students in 
matched English-medium schools in 
English and math scores. Prior to the 
bilingual program 80 percent of French- 
speaking students scored below grade 
level. 
In Santa Fe, New Mexico (Spanish), 
students in the bilingual program 
closely approximated the national 
norms on the metropolitan achievement 
test in English in grades five and six, 
and exceeded the norm in math in grades 
four through six.2 
In San Francisco, California (Chinese), 
students in a bilingual program were at 
or above district norms in English and 
math in three out of six grades, and 
only one month below in two others, as 
measured by the comprehensive test of 
basic skills.3 
^"Rudolph C. Troike, Research Evidence for the Effec- 
tiveness of Bilingual Education (Arlington, VA: National 
Clearinghouse for Bilingual Education, 1978), 
2 
Andrew D. Cohen, A. Fathan, and B. Merino, "The 
Redwood City Bilingual Education Project 1971-1974," 
working papers on Bilingualism No. 8, presented at the 
Ontario Institute for Studies in Education, 1975, pp. 1-29. 
\lR Evaluation of Bilingual Education, (San Antonio, 
Texas: Intercultural Development Research Association, 
1978) , 
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In Pasco, Washington (Spanish), a 
longitudinal study showed that 
students went from the 10th to the 50th 
percentile in English reading and 
from the 14th to the 70th percentile 
in math after three or more years 
attendance. The amount of gain 
increased with time in the program. 
Studies on Effects of Acculturation and 
Assimilation on Bilingual Students 
Taking up roots is probably the biggest decision of 
a lifetime. Taft, writing on the psychological aspects of 
immigration, defines two contrasting reactions which may 
either help or hinder resocialization or adaptation to a 
new country. "For many, it involves considerable 'stress' 
associated with the separation from relatives and friends; 
for some it may be a 'release', giving them an experience 
of freedom to live as they have long desired." Very often 
confusion and uncertainty, may characterize the immigrant's 
total value system, his self-identity, and his conception 
of the meaning of life in his new alien environment. 
Ronald J. Samuda states: 
The different perimeters of the 
uprooted when transplanted into a 
culture whose norms might be quite 
different from his own, provides 
perspectives on both sides for the 
assessment of human gains and losses. 
1Jose Cardenas, IDRA Response to the AIR Evaluation 
of the Impact of ESEA Title VII Spanish/English Bilingual 
Education Program (San Antonio, Texas: Intercultural 
Development Research Association), 
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Sociologists and cultural anthropologists 
have described the transactional process 
and results of this coming together of 
people by such concepts as 'assimilation', 
'acculturation', and 'integration.' While 
sociologists use 'assimilation', anthro¬ 
pologists have favored the term 'acculturation' 
for the overall process of 'integration.' 
In recent writings a number of sociologists 
have simply equated 'assimilation' with 
'acculturation' or defined it as an extreme 
form of the latter. This term is used to 
designate one important dimension in the 
meeting of people, that is, cultural behavior. 
John and Horner define assimilation as the processes 
of interpenetration and fusion of one group with another, 
both in culture and pattern of living, so that it merges 
into the whole, is incorporated, and shares a common 
cultural life. The concept of 'acculturation' is included 
in this definition since the phrases, 'patterns of living' 
and 'common cultural life' suggest the additional criterion 
of social structural relationships. Social structure, 
man's crystalized social relationship, is one side of the 
huamn coin, the other side of which is culture. Neither 
acculturation nor assimilation is an effacing of the 
culture of the immigrant group but rather a blending, a 
convergence of the two cultures. Acculturation is one of 
the first steps in the process and assimilation its final 
product.^ 
1Ronald J. Samuda, Testing, Assessment, Counseling 
and Placement of Ethnic Minority Students (Ontario; 
Ministry of Education, 1980), pp. 20-22. 
2 
Vera P. John and Vivian M. Horner, Early Childhood 
Bilingual Education (New York: Modern Language Association 
Material Center, 1971), pp. 47-53. 
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Bernard Spolsky summarizes this above aspect of 
integration as the recognition of the right of groups or 
individuals to be different as long as the differences do 
not lead to domination or diversity.^ In Clark's words, 
"Integration as a subjective and individual process involves 
attitudinal changes . . . problems of personal choice, 
2 
personal readiness and personality stability." Rose equates 
integration with 'cultural pluralism' since it involves 
mutual tolerance and honest respect for cultural variations 
as an ongoing condition for the incoming and receiving 
groups. It is sustained not by mutai exclusion nor by the 
rule of one other, but by their equality and by their sharing 
of every good thing community and culture can produce. A 
truly multicultural America would have to be fashioned on 
this union of the different, on integrative lines rather 
than on the assimilative. Therefore, he concluded, inte¬ 
gration should be the minimum aim. Should the incoming 
groups wish to assimilate, it should be their choice. 
It is vital to explore how best the receiving and 
presenting countries can be helped to an understanding of 
one another's culture and ethnic identity as contributing 
factors within the wider society. A dimension which would 
^Bernard Spolsky, "Attitudinal Aspects of Second 
Language Learning," Language Learning 19 (1969): 272-283. 
2Susan M. Clark, The Teaching of Reading in the 
English-as-a-Second Language Classroom (Indiana: Indiana 
University, June 1981), p. 51. 
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seem to be important is how the varied ethnic groups per¬ 
ceive or misperceive the host country and how perception 
can improve or deteriorate. Since learning itself, and the 
growth of self-concepts and levels of aspiration, are bound 
up with group identification and adjustment or alienation, 
reciprocal perception of both groups would appear to be 
crucial to the school situation.'*' 
Social Skills of Bilingual/ 
Bicultural Students 
From the earliest days of civilization, bilingual 
education has been important in the development of society 
and culture. There has hardly been a time in recorded 
history when a nation could flourish as a monolingual 
entity with a completely monolingual educational system. 
Soldiers and statesmen, poets and kings have always needed 
2 more than one language m which to communicate. 
Kloss tells us that because of immigration, the United 
States has one of the largest bilingual populations in the 
world. The United States, from its founding, had some form 
of bilingual instruction. Bilingual schools formed part of 
the initial education movements in the United States and were 
"*Samuda, Testing, Assessment, Counseling and Place¬ 
ment of Ethnic Minority Students, p. 22. 
2 
Bernard Spolsky, The Language Education of Minority 
Children (Rowley, Mass.: Newbury House Publishers, Inc., 
1972) , pp. 37-38. 
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instrumental in formulating the early educational philosophy 
of the public school system.^ 
William Mackey stated in his book, The American 
Bilingual Tradition: 
'The colonies', as John Adams remarked, 
had grown up under a constitution of 
government so different, there was so 
great a variety of religions, they were 
comprised of so many different nations, 
their customs, manners and habits had 
so little resemblance, and their inter¬ 
course had been so rare, and their 
knowledge of each other so imperfect, 
that to unite them was certainly a 
very difficult enterprise. But the 
idea of local independence permitted 
the growth of an ever-undering 
federation.2 
Findings in the Redwood City study indicated that the 
parents who had their children in the bilingual program were 
more positive than comparison parents about the virtues of 
native language for not only integrative reasons, such as 
to preserve language and culture, but also for instrumental 
reasons, such as to become better educated and to get a 
job. 3 
^Heinz Kloss, "Laws and Legal Documents Relating to 
Problems of Bilingual Education in the United States," 
ERIC EDO 44703. 
2 
William F. Mackey, Bilingual Education m a Binational 
School (Rowley, Mass.: Newbury House Publishers, Inc., 
1972), pp. 53-55. 
3 .... 
Andrew D. Cohen, A Sociolincmistic Approach to 
Bilingual Education (Rowley, Mass.: Newbury House 
Publishers, Inc., 1975), pp. 257-258. 
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Bilingual and bicultural education creates a new 
awareness of people and their needs and makes the school 
the center of community life where children will grow and 
find fulfillment. Bilingual students are learning to read 
faster and better, they are staying in school longer and 
they are knocking on the doors of the public colleges and 
universities for admission. Bilingual and bicultural 
education is not a panacea for what ails Spanish-speaking 
and other minorities. But is a material and substantive 
force on the struggle for equality education.'*' 
Garcia stated that an effective bilingual program 
should focus on three humanistic values: (1) accepting 
the student's home or native language, (2) respecting the 
student's culture and ethnicity, and (3) enhancing the 
student's self-concept. The values can be clustered into 
a core value pervading the entire bilingual program with an 
abiding respect for the individual student, especially the 
student's language, life style, learning style, home 
2 
environment, and ethnic experience. 
Stent et al. states that no child should have to feel 
he must reject his parent's culture to be accepted. Indeed 
his chances of adjusting successfully to his school, to his 
community, and to the larger society are enhanced if he is 
■*-Manuel H. Guerra, Bilingual and Bicultural Education, 
Cultural Pluralism in Education (New York: Meredith 
Corporation, 1973) , p~. 32~. 
2 
Ricardo Garcia, Learning in Two Languages (Blooming¬ 
ton: The Phi Delta Kappa Educational Foundation, 1976), 
p. 37. 
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no t encumbered by feeling of shame and of inferiority 
because he was not born into another family and another 
culture. To speak of a child as "culturally disadvantaged" 
simply because of his ethnic origin is damaging not only to 
the child but also to society, for it can deprive the 
nation of the contributions that can be made by each of 
the many groups that make up our country. ^ 
Gillman concludes in her study that the child's per¬ 
ception of self and subsequent behavior and performance are 
closely related to community and family mores and general 
welfare. Based on the findings of her study, it appears 
that self-concepts of children are affected by poverty, 
minority group membership, language deficiencies and the 
2 
persistent problems associated with migration. 
Combs, Kelly, Maslow and Rogers offered advice to 
schools as a beginning of a solution to the problem. School 
rooms will need to be places where process and content can 
dynamically assist people to become more knowing about both 
self and the world. Such a laboratory must provide a 
climate that facilitates and assists the process of self- 
discovery, and further provide positive experiences through 
■'"Madelon P. Stent, William R. Hazard, and Harry N. 
Rivlin, Cultural Pluralism in Education: A Mandate for 
Change (New York: Appleton-Century-Croft, 1973), p. 15. 
2 
Geneva B. Gillman, "The Relationship Between Self- 
Concept, Intellectual Ability, Achievement, and Manifested 
Anxiety Among Select Groups of Spanish-Surnamed Migrant 
Students in New Mexico" (unpublished Ph.D. dissertation, 
University of Mexico, 1969), pp. 6-7. 
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which people can discover more adequate relationships 
between themselves and the world in which they live.1 
Scholastic Achievement Using the ESL and 
Regular or Traditional Methods 
Researchers have given great attention to the effect 
of specific bilingual programs in improving the achievement 
level of bilingual students in bilingual, regular, or 
combined bilingual-regular programs of instruction. 
Although general attention was given to several areas, 
particular emphasis has been placed upon achievement in 
the use of English, reading, and mathematical skills. 
Mack compared the effects of a curriculum based on a 
natural communication setting (NCSC) on the self-concept 
and English oral language development of native Spanish¬ 
speaking migrant children in the first grade with the 
effects of a traditional English as a second language (ESL) 
program on a similar population. There were twenty-six 
students in the study ranging in age from six to nine years 
old. Eleven were in the NCSC treatment group and fifteen 
were in the ESL treatment group. The variables were self- 
concept, English oral language development and age. It was 
concluded that the NCSC was an effective way to involve the 
Association for Supervision and Curriculum Develop¬ 
ment, Perceiving, Behaving, Becoming (Washington, D.C.: 
National Education Association, 1962), pp. 105-106. 
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second language learner although no significant differences 
existed between the groups.1 
Gonzalez undertook a similar study to provide statis¬ 
tical data to determine the effect of bilingal education 
upon the academic achievement of third grade Spanish speak¬ 
ing students participating in bilingual versus traditional 
programs in the National School District in California. The 
sample included sixty-five non-English speaking/limited 
English speaking students in the bilingual experimental 
groups who had been in a bilingual program, first through 
third grades and forty-seven non-English speaking/limited- 
English speaking students in the traditional classrooms. 
The Comprehensive Test of Basic Skills (CTBS) was 
used to measure reading, language and mathematics in English 
and Spanish. Scores were compared to measure academic gains 
in a pretest-posttest design. 
The major hypothesis stated that non-English speaking 
and limited-English speaking students in bilingual classes 
would perform the same on standardized tests as compared to 
non-English speaking and limited-English speaking students 
in traditional classroom settings. It was concluded that 
bilingual education did not hinder the academic progress 
of students in the bilingual program.2 
•*-Mary T. Mack, "The Effect of a Curriculum Designed to 
Improve the Self Concept and Oral Language Skills of 
Spanish Speaking Migrant Children in the First Grade" 
(unpublished Ph.D. dissertation, University of Florida, 1981). 
2Armida Gonzalez, "A Study of the Educational Progress 
of Spanish Speaking Students in Bilingual and Traditional 
Programs" (Unpublished Ph.D. dissertation, Northern Arizona 
University, 1983). 
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In order to ascertain the academic progress that 
Spanish-surnamed students made during their formal school 
years, Martinez conducted a study to determine the gains or 
losses in mathematics and reading scores made by these students 
as compared to those made by Anglo students in the fourth 
and fifth grades. She concluded that the bilingual/bi- 
cultural program appeared to have had a positive impact on 
the Spanish-surnamed population.^ 
Halperin investigated the effectiveness of an immersion 
model of a language acquisition program based on the National 
Defense Language Institute (DLI) program in increasing aural/ 
oral English language skills when compared to a traditional 
ESL program for limited English proficiency/non English 
proficiency students in grades seven through nine. He 
concluded that the DLI is appropriate and effective in 
2 
increasing language skills, but not cost effective. 
Cohen had a similar study using 313 pupils. There 
were 204 pupils in grades three and four with a minimum of 
three years of bilingual education used in the experimental 
^Lucia Martinez, "A Descriptive Cross Sectional Study 
of Achievement Among Spanish-Surnamed and Anglo Students in 
a Small Southern Colorado School District" (Ph.D. disserta¬ 
tion, Bilingual/Bicultural Program, University of Colorado 
at Boulder, 1982) . 
2 
Stuart Halperin, "The Acquisition of Aural/Oral 
Language Skills by Junior High School Students Using Tra¬ 
ditional and Immersion in Programs" (Ph.D. dissertation, 
University of South California, 1983). 
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group, and 109 pupils in the control group who were just 
starting in the bilingual program. Achievement test scores 
indicated that students with more years in a bilingual 
program were stronger in both the productive English skills 
(speaking and writing) and the receptive skills (listening 
and reading). It further showed that bilingual schooling 
enhanced conceptual development. However, bilingual school¬ 
ing did not appear to enhance native language skills in all 
areas.''" The author included academic achievement, bilingual 
education, early elementary education and family influence 
as having a great impact on the progress of bilingual 
students. 
In order to ascertain the effectiveness of an audio¬ 
visual as opposed to an audiolingual method, Johnson con¬ 
ducted a study to determine if there would be any signifi¬ 
cant difference among the control group, which was taught 
to distinguish among the nuances of English "in", "on", and 
"at" using traditional audiolingual repetition method, and 
an experimental group, which was shown lines as an aid in 
achieving mastery of the same distinctions. The posttest 
data showed that the experimental group performed better than 
the control group. Johnson concluded that the audiolingual 
Andrew D. Cohen, Evaluation in a Moderate-to-Small 
School District (Downstate, Illinois: 1977), p. 156. 
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method had a positive effect on bilingual students and 
should be used and researched further.^ 
Lombardo did a comparative study of the cognitive, 
reading and achievement levels of Italian Americans in 
bilingual programs and of their monolingual Italian and 
American peers. There were three groups matched within 
and across groups, according to grade level, dialect, and 
socioeconomic status. The examination was made using a non¬ 
verbal intelligence measure and reading test. Achievement 
was determined by combining teacher estimates and report 
card grades. The data were then analyzed in order to: 
(1) indicate which of the three are related within and 
among the three groups, (2) examined the differences among 
first and second language proficiency levels between groups, 
and (3) indicated the overall variance between first and 
second language reading and achievement levels within group 
one. 
The data showed the specific conceptual language and 
literacy needs of Italian-American bilingualism. She con¬ 
cluded that the three levels of achievement could be deter¬ 
mined among Italian-Americans if bilingual education was 
introduced using the nonverbal intelligence measure and 
2 
reading test. 
^Don Phillip Johnson, Bilingual Concept Awareness: 
The Effects of Methodology on Second Language Acquisition 
(California: California Polytechnic University, 1978), p. 4. 
2Maria Lombardo, "An Analysis of the Reading and 
Cognitive Development of Italian-American Bilingual and 
Monolingual Students" (Ph.D. dissertation, Boston University, 
School of Education, 198 3) . 
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Studies Pertaining to Tests and Test Data 
of Students in a Bilingual Program 
Much of the educational literature of the past 
decades has linked bilingualism to lower intelligence and 
to poor grades in school. Bilingualism has been referred 
to as a "disadvantage", a "handicap", and a "problem." 
Diebold summarizes the literature on bilingualism and 
intelligence. He points out that many studies have shown 
the superiority of monolinguals over bilinguals, but often 
only on subtests of verbal intelligence. In nonverbal 
intelligence, there have been few differences. Thus, says 
Diebold, "what appears to be a bilingual's lack of intelli¬ 
gence should be a measure of how a child can deal with what 
he knows, a child won't be able to deal with what he knows 
in a language he doesn't know."1 
Furthermore, Diebold points out that studies finding 
monolinguals more intelligent than bilinguals were con¬ 
ducted in communities where monolingual groups were speakers 
of the socially-dominant language, the language of greater 
prestige. Also, bilinguals were generally from a lower 
socioeconomic level, as well as being subjected to racist 
2 
attitudes in the community. The research of Peal and 
Lambert demonstrates that when the aforementioned are truly 
controlled, not only are bilinguals on a par with mono¬ 
linguals, but they surpass them on both verbal and nonverbal 
iRichard A. Diebold, "Bilingualism in a Huaue Com¬ 
munity" (Unpublished doctoral dissertation, Department of 
Anthropology, Yale University), p. 16. 
2Ibid., p. 17. 
3 
Elizabeth Peal and Wallace E. Lambert, "The Relation 
of Bilingualism to Intelligence," Psychological Monographs 
76 (1962): 72. 
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intelligence tests. Lambert and Anisfeld1 point out that 
they began their research with the intent of finding out 
how bilingualism adversely affected cognitive development. 
They were interested in determining appropriate means for 
overcoming the handicap. But the results of their research 
showed that bilinguals were not inferior. 
2 
Taylor provides another summary of research on 
bilingualism and intelligence. She mentions many of the 
same points as Diebold, and she notes that the age, sex, 
educational background, and dominant language of the student 
should be controlled in careful research on the relation 
between bilingualism and intelligence. Furthermore, she 
emphasizes that the tests should be given in the language 
in which the bilinguals are most proficient. 
With regard to the intelligence of Spanish-speaking 
Americans, there have been numerous studies over the years. 
3 Paschal and Sullivan found that Mexican children did worse 
on performance tests of mental ability than American children 
in Tucson, Arizona. They asserted that these tests were 
free from language handicaps and felt that poor performance 
^-Wallace E. Lambert and Moshe Anisfeld, "A Note on the 
Relationship of Bilingualism and Intelligence," Canadian 
Journal of Behavioral Science 1: 123-128. 
2Marie E. Taylor, "An Overview of Research on Bi¬ 
lingualism," Journal of Mexican-American Studies 1 (Spring/ 
Summer 1972): 136-56. 
3F. C. Paschal and L. R. Sullivan, "Racial Influences 
in the Mental and Physical Development of Mexican Children," 
Comparative Psychology Monograph 3. 
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was a result of mental inferiority. Garretson'*' administered 
both a verbal and a nonverbal test of intelligence (Meyer's 
Pantomine Group Intelligence Test) to first through eighth 
graders. He found that the language difficulty was a dis¬ 
advantage for Mexican-Americans in first and second grades, 
but less important in grades third through eighth. Mexican- 
Americans tested at least 10.53 months more "retarded" than 
Anglo-Americans, and 30 percent more individuals of the 
Mexican-American group were retarded than of the Anglo 
group. He concluded that the prime factor governing the 
retardation of the Mexican children was their mental 
inferiority as measured by the group test. There was no 
control for socioeconomic level. 
2 
Carlson and Henderson tested 115 Mexican and 105 
Anglo fifth and sixth graders from Los Angeles longitudinally 
on a battery of intelligence test. The American children 
of Mexican parentage were found to have consistently lower 
mean scores on all tests, including the verbal and nonverbal 
subtests of the California Test of Mental Maturity. The 
difference between the two groups increased from the first 
to the last testing period over a span of 5% years, primarily 
■*■0. K. Garretson, "Study of the Causes of Mental 
Retardation Among Mexican Children," Journal of Educational 
Psychology 19: 31-40. 
2 
Hilding B. Carlson and Norman Henderson, "The In¬ 
telligence of American Children of Mexican Parentage," 
Journal of Abnormal and Social Psychology 45: 544-551. 
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because of a drop in the mean I.Q. of children of Mexican 
parentage. The writers suggested that differences may be 
due to heredity, but that some environmental factors were 
not controlled. For instance, the authors mentioned two 
other factors that were not controlled: "the bilingual 
factor" and the background of the parents. 
Pasamanick"'" criticized the Carlson and Henderson study 
because of its lack of attention to the problems of bilingual 
and environmental variables. Pasamanick stressed that a 
Mexican American ghetto area is not necessarily comparable 
to that of Anglos, using census data to support his case? 
and that whereas, parent's education was mentioned, it was 
discussed as a control variable. He also pointed out that 
Mexican American children were significantly older at the 
outset and that the age differential increased at a later 
testing, suggesting retentions of Mexican Americans during 
those years. He concluded that the mental inferiority of 
Mexican Americans was not proven by the study. 
2 3 Studies by Johnson and Altus both had mixed results. 
Johnson found that on a performance test, the Goodenough 
iBenjamin Pasamanick, "The Intelligence of American 
Children of Mexican Parentage: A Discussion of Uncontrolled 
Variables," Journal of Abnormal and Social Psychology 46: 
598-602. 
o 
G. B. Johnson, "Bilingualism as measured by the 
Reaction-Time Technique and the Relationship Between a 
Language and a Non-language Intelligence Quotient," Journal 
of Genetic Psychology 82: 3-9. 
3 
Grace T. Altus, "WISC (Wechsler) Patterns of a 
Selective Sample of Bilingual School Children," Journal of 
Genetic Psychology 83: 241-248. 
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Draw-a-Man, 30 nine year old and twelve year old Spanish- 
English bilingual boys came out average in comparison with 
other students, but on a verbal (Otis) test they were way 
below average. He measured the linguistic balance of the 
bilingual speakers by dividing the number of words produced 
in English in five minutes by the number produced in Spanish 
Johnson found that the more bilingual the subjects were, the 
better they did on performance tests and the poorer on the 
verbal test. Altus^ tested a group of slower students, 
matched for age and I.Q. using the Wechsler scale. Results 
showed that monolinguals were higher achievers on verbal 
scale, but there was a non-significant difference on the 
performance scale. 
2 
A study by Jensen found that Mexican Americans were 
not of inferior intelligence. Jensen carefully selected 
bilingual Mexican Americans and monolingual Anglos in 
grades 4 and 6 in Contra Costa County, California, on the 
basis of age, father's occupation, and location of residence 
He divided them into low and high I.Q. groups on the basis 
of the California Test of Mental Maturity. He then gave 
them a battery of nonverbal tests. Jensen remarked that 
current I.Q. tests were actually "static measures of 
achievement which sample the knowledge and skills the child 
3 
has acquired in the past." Jensen now wished to measure 
1Ibid. 
2 ..... 
Arthur R. Jensen, Learning Abilities in Mexican- 
American and Anglo-American Children," California Journal 
of Educational Research 12 (1961): 147-159. 
3ibid., p. 148. 
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present learning ability. He therefore, developed non¬ 
verbal tests using materials familiar and comprehensible 
to different subcultures, which involved three types of 
tasks: immediate recall, serial learning, and paired- 
associates learning; and two types of materials: familiar 
and abstract. Mexican Americans who were classified low 
on I.Q. performed better on all the tests than did low 
I.Q. Anglo children. Low I.Q. Mexican Americans also 
performed as well as high I.Q. Anglos on two of the tests. 
The themes that seem to run through the literature 
on testing third world Americans' I.Q. are those of (1) 
the proper language for testing, (2) the proper test, and 
(3) the proper norms. 
Over forty years ago, Wright and Manuel'*" found that 
simply translating the Stanford Reading Achievement Test 
into Spanish didn't ensure that Mexican Americans would do 
better. The authors had five translations of the test 
made, three of them by Mexican Americans. They found that 
more than 50 percent of a group of Mexicans in Texas did 
better on the English than on the Spanish test. The authors 
suggested that the results may have been a product of 
differences in the English and Spanish versions of the test. 
Sanchez found that if Mexican American children were 
given a test of verbal I.Q. in English and then given the 
Icarrie E. Wright and Herschel T. Manuel, "The Language 
Difficulty of Mexican Children," Journal of Genetic 
Psychology 36 (1929): 458-466. 
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same test after enough time elapsed to minimize the 
practice effect, the children performed better on the 
second testing. The author submitted that this was due 
to an increase in the use of the English language. 
The same author also spoke of a "mental confusion" result¬ 
ing from a dual language handicap. He pointed out that the 
so-called "nonverbal" tests also resulted in mental con¬ 
fusion because the students had to follow verbal directions. 
Sanchez felt that the language handicaps got worse through 
the grades because a greater amount of language was required 
at each grade level.^ 
2 
Keston and Jimenez used English and Spanish editions 
of the Stanford-Binet Intelligence Test on fifty Spanish- 
surnamed fourth graders in Albuquerque, New Mexico. The 
results showed that the students performed better in English. 
The authors concluded that the children had trouble with 
the Spanish version because it used standard Peninsula 
Spanish, while the Spanish of the group sampled contained 
3 
"archaisms, contaminations, and anglicisms." Furthermore, 
Spanish was not taught in the school, and it was felt that 
^"George I. Sanchez, "A Study of the Scores of Spanish- 
Speaking Children on Repeated Tests" (M.A. thesis, Univer¬ 
sity of Texas, 1931). 
2M. J. Keaton and C. A. Jiminez, "Study of the Per¬ 
formance on English and Spanish Editions of the Stanford- 
Binet Intelligence Test by Mexican-American Children," 
Journal of Genetic Psychology 85: 263-69. 
^Ibid. , pp. 287-288. 
the children were not truly balanced bilinguals--that they 
were actually dominant in English. Further differences 
in the scores on the Spanish and English versions were 
attributed to the fact that the test depended on educational 
achievement in school where the language of instruction was 
English. 
Carrow^ did a language handicap study, controlling 
for intelligence and socioeconomic status. She looked at 
the performance of Spanish-English bilinguals and monolinguals 
English-speaking third graders in San Antonio, Texas. She 
didn't specify whether the monolinguals were Mexican 
Americans. On the tests of reading, she found that mono¬ 
linguals did better all together. However, Mexican Americans 
testing over 12 on the Otis Alpha test of mental ability 
performed as well, or better than, monolinguals on every 
test. 
2 
Linn, in a follow-up study to that of Carrow, con¬ 
firmed her results when he looked at bilingual Mexican 
American and monolingual Anglo seventh and eighth graders. 
The conclusion he derived from his research was that Mexican 
Americans who start school as bilinguals still have the same 
^"Sister Mary Arthur Carrow, "Linguistic functioning 
of Bilingual and Monolingual Children," Journal of Speech 
and Hearing Disorders 22 (1957): 371-380. 
2 
George B. Linn, "Linguistic Functioning of Bilingual 
Mexican-American Children," Journal of Genetic Psychology 2 
(1967): 183-193. 
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handicap in junior high that Carrow found in primary school. 
However, he also looked at monolingual English-speaking 
Mexican Americans and found that their performance on 
English reading tests were just as high as that of the 
Anglos, attesting to the fact that performance differences 
were a result of language differences and not a result of 
ethnic group membership. 
Galvin"*- used Spanish and English versions of the 
Wechsler Intelligence Test, and found that the children 
produced lower scores on the English version. Chandler and 
2 
Plakas retested forty-seven pupils, grades 3-8, who had 
been put in classes for the educable mentally retarded in 
California after testing in English. The results of re¬ 
testing on a Spanish version of the Wechsler test produced 
an average gain of over 12 points. They concluded that the 
population tested lacked an understanding of the English 
language. Mycue^ found that if Mexican American children 
were given an English storytelling task in Spanish, as a 
warm up, they subsequently performed better than peers who 
were just given the task in English. 
1Robert R. Galvin, "Bilingualism as it Relates to 
Intelligence Test Scores and School Achievement among Cul¬ 
turally Deprived Spanish-American Children" (Unpublished 
doctoral dissertation, East Texas State University, 1967) . 
2 John T. Chandler and John Plakos, "Spanish-Speaking 
Pupils Classified as Educable Mentally Retarded," 
Sacramento, California: Mexican-American Research Project, 
Division of Instruction, California State Department of 
Education. 
3 
Elena Mycue, "Testing in Spanish and the Subsequent 
Measurement of English Fluency," College of Education, 
Texas Women's University, ED 026-193, 1968. 
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De Avilal points out that it is wrong to assume the 
Mexican-American child speaks one language or another. 
Of course, he may speak Spanish but not be taught how to 
read in Spanish. Furthermore, if the child is not function¬ 
al in English reading, then he has trouble on the English 
version as well. Problems of translating tests go beyond 
the question of the frequency of the translation equivalents. 
De Avila observes, that a direct translation implies that the 
test still has the same cultural and cognitive biases, even 
though the test is presented in Spanish. 
The problem of constructing the proper test for the 
Mexican-American became an ever-growing concern. In 
reference to I.Q. tests, Hershel Manuel pointed out, "One 
does not know how well or how poorly adapted to Mexican 
children this test is, even when the directions are 
2 3 
translated." Sanchez, also questions the validity of 
standardized tests for Mexican children. More recently, 
4 
Manuel donated time and energy to the task of constructing 
tests especially for the Spanish speaker of the southwest. 
lEdward A. De Avila, "Some Cautionary Notes on Attempt¬ 
ing to Adapt I.Q. Tests for Use With Minority Children and 
a Neo-Piagetian Approach to Intellectual Assessment," in 
Bilingual Testing and Measurement: Proceedings of BABEL 
(Berkeley, CA: Bay Area Education League, 1972), pp. 17-18. 
^Hershel T. Manuel, The Education of. Mexican and 
Spanish-Speaking Children in Texas (Austin: University of 
Texas, 1930), p. 77. 
3Sanchez, "A Study of the Scores of Spanish-Speaking 
Children on Repeated Tests." 
4Manuel, The Education of Mexican and Spanish-Speaking 
Children in Texas, p. 136. 
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It is of note that intelligence tests for bilinguals 
are no longer being used by certain school systems in 
New York, Washington, D.C., and Los Angeles because such 
tests were found to extract only a single group of abilities. 
Research has also shown that I.Q. tests do not adequately 
assess the learning abilities of children with lower socio¬ 
economic backgrounds. Whereas such I.Q. tests may be good 
predictors of achievement in the schools, they have been 
unenlightening with respect to assessing the abilities of 
minority students. 
Galvin-^- emphasized the inadequacy of using verbal 
tests of intelligence on Spanish-American children. He 
suggested that nonverbal tests would be a better indicat on 
of ability. Palomares and Cummins2 used a variety of I.Q. 
tests, both verbal and nonverbal, on rural Mexican-American 
pupils, preschool through twelfth grade, in Wasco, 
California. They found that the students had trouble with 
most of the tests. In grades 4-6 and 8-12 forms of the 
Wechsler Intelligence Tests were given; students did better 
on the nonverbal than on the verbal subtests. These 
findings corroborate those of Galvin,^ those of Johnson,4 
"^Robert R. Galvin, "Bilingualism as it Relates to 
Intelligence Test Scores and School Achievement Among 
Culturally Deprived Spanish-American Children," p. 32. 
^Uvaldo H. Palomares and Emery J. Cummins, Assessment 
of Rural Mexican-American Pupils, Preschool and Grades One 
through Twelve (Wasco, CA: Mexican-American Research 
Project, California State Department of Education, 1968). 
^Galvin, "Bilingualism as it Relates to Intelligence 
Test Scores and School Achievement Among Culturally Deprived 
Spanish-American Children," p. 32. 
4Johnson, Bilingual Concent Awareness: The Effects of 
Methodology on Second Language Acquisition, p. 9. 
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and those of Altus1 mentioned earlier in this paper. 
Proper norming of tests for Mexican-Americans is 
2 
another serious problem. Chandler and Plakos assert that 
many children in the classes for the educable mentally 
retarded (EMR) have linguistic and cultural differences 
that invalidate the I.Q. tests—based on white middle-class 
norms—which place them in EMR classes. They point out that 
in 1967, over 26 percent of the children in the EMR classes 
in California had Spanish surnames whereas only 13 percent 
of the children attending public school had such names. 
3 De Avila points out that educators have generated 
regional norms or "bonus points" to be given to Chicanos, 
instead of changing the test. He feels that tests cover 
materials that the Mexican-American children have not been 
exposed to. He asserts that many so-called intelligence 
items are actually testing socialization and exposure. 
De Avila is currently working on more appropriate instruments 
for assessing what the Chicano child knows and how well he 
can deal with what he knows. 
In the Santa Ana Unified School District in 1969, 
Mexican-American students made up almost 53 percent of the 
^Grace T. Altus, "WISC (Wechsler) Patterns of a 
Selective Sample of Bilingual School Children," p. 19. 
2 
John T. Chandler and John Plakos, "Spanish-Speaking 
Pupils Classified as Educable Mentally Retarded." 
3Edward A. De Avila,"Some Cautionary Notes on Attempt¬ 
ing to Adapt I.Q. Tests for Use with Minority Children and 
a Neo-Piagetian Approach to Intellectual Assessment," p. 73. 
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enrollment in EMR classes, although they were only 26 
percent of the total school enrollment. The Mexican- 
American parents took legal action to ensure that their 
children be tested by means of an I.Q. test normed to the 
California Spanish-speaking child population, and that they 
be tested in both Spanish and English and be allowed to 
respond in either language.^ 
Aside from considerations as to the proper language 
to use, the proper test, and proper norms, there is the 
2 
question of the proper tester. Mycue found that the use 
of Mexican-American testers increased the oral English pro¬ 
ficiency scores of Mexican-American children. 
3 . . Savage and Bowers similarly found Black students 
performed significantly higher on an intellectual task when 
the testers were also Black. In both studies, a tester with 
the same ethnic background reduced the student's anxiety 
level. It could be argued that any sympathetic tester 
could do this, but similar cultural and linguistic back¬ 
ground appear to be helpful. 
Most authors seem to agree that: 
The literature on bilingualism and 
intelligence that finds various 
"''Richard L. Light, "The Schools and the Minority 
Child's Language," Foreign Language Annals 5 (1971): 90-94, 
ED 047. 
2Elena Mycue, "Testing in Spanish and the Subsequent 
Measurement of English Fluency," p. 17. 
3james E. Savage and N. D. Bowers, "Testers' Influence 
on Children's Intelligence Performance," paper presented at 
the American Educational Research Association, Chicago, 
Illinois, 1972. 
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ethnic groups of bilinguals less 
intelligent than monolinguals often 
leaves important factors uncontrolled, 
such as the ability of the student in 
the language of the test and the 
student's age, educational background, 
and socioeconomic level. 
The negative literature on the intelli¬ 
gence of Mexican American bilinguals 
falls prey to the same criticisms 
leveled at such literature. 
Too many factors are left uncontrolled 
to call Mexican-American children 
inferior with respect to intelligence. 
When the importance of language is 
minimized in I.Q. testing, as in non¬ 
verbal tests, the bilingual Mexican- 
American students perform as well as, 
or better than, monolinguals. 
Some literature says that Mexican- 
Amer icans should be tested in Spanish. 
Other literature cautions against 
assuming the child has test-taking 
skills in Spanish. Still other 
literature say to test in both Spanish 
and English. Ideally, the child's 
language dominance should be determined 
before testing. 
Summary 
The review of literature has shown that historically 
third world students suffered from problems associated with 
language and cultural differences. Third world students 
still have a lower educational level than any other ethnic 
group, the highest drop out rate, and the highest illiteracy 
rate (Hearing before the select committee on Equal Education 
Opportunity of the United States Senate, 1970). 
In the early part of this century the image of 
bilingualism was seen as a negative force in students' 
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development. Many teachers and administrators of minority 
language children saw bilingualism as a disease which not 
only caused confusion in children's thinking but also pre¬ 
vented children from becoming good Americans. Therefore, 
they felt a precondition for teaching children the second 
language was the eradication of their bilingualism. As 
stated by then, Governor Carter in 1970, the failure of 
students to succeed in school was blamed on the students 
themselves rather than on the educational system. However, 
recent research findings from many parts of the world have 
shown maintaining and developing the native language through 
using it as a medium of instruction for a part of the school 
day has not caused negative effects on the development of 
the second language. 
Meeting the survival and linguistic needs of LEP 
students while preparing them to meet required proficiency 
standards in English has created quite a challenge for 
educators as well as policy makers. 
Much controversy continues to surround the issue of 
bilingual education, seemingly because of the philosophical 
augument accompanying it—assimilation versus pluralism. 
There has been a move away from the more mechanical methods 
of second language teaching toward a more natural or 
discovery approach. Methods of instruction have not been 
sufficiently researched to definitively pin point "treat" 
means of promoting achievement of students from non-English 
cultures. 
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It was the purpose of this study to investigate the 
relative effectiveness of the instructional methodology of 
English as a second language (ESL) and the methodology of 
the standard instructional program (SIP) upon third world 
elementary students' achievement in reading, mathematics, 
and social skills. 
CHAPTER III 
RESEARCH PROCEDURES AND METHODOLOGY 
This chapter delineates the specific steps used in 
the data gathering processes to achieve the purpose for 
which the investigation was initiated. These steps are 
detailed in the following sections: (a) the population 
sample; (b) the locale of the study; (c) the components 
of the instructional programs used as interventions; (d) 
general method of investigation; (e) the treatment; (f) 
instrumentation; (g) data collection procedures; and (h) 
the data analysis plans. 
The Population Sample 
Sample selection was based on the use of a total 
population of 96 third world students in two elementary 
schools in the Atlanta Public School System, Atlanta, 
Georgia during the 1982-83 school year. Fifty-two 
students enrolled at the Hutchinson Elementary School and 
forty-four students enrolled at Benteen Elementary School and 
were paired according to ethnic groups, age, grade, pre¬ 
test data, socioeconomic status and the level of formal 
education of their parents or guardians. 
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The schools were equivalent in all aspects except 
one. The Benteen Elementary School used the traditional 
or Standard Instructional Program for its bilingual program 
while the Hutchinson Elementary School employed the 
specialized English as a Second Language for its bilingual 
population. 
The four ethnic groups of third world citizens com¬ 
posed of Cambodians, Vietnamese, Africans, and Cubans who 
had previously immigrated to the United States, comprised 
both the control and experimental groups. They ranged in 
age from nine years four months to ten years five months 
and spanned class levels from kindergarten through the 
fifth grade. 
The average median income of their families was $7,600 
per year, considered well below that of the poverty level 
which is fixed at $12,000 per annum. The level of educa¬ 
tion of the parents was commensurate with that of their 
income as only two of the parents had completed a formal 
high school academic program. 
The total sample population was divided into two 
separate groups based on assignment by school zones. Base¬ 
line data established the achievement equivalency for the 
two groups on scholastic achievement scores in reading, 
mathematics, and social skills. Subjects were categorized 
as non-English-speaking (NES) or limited-English-speaking 
(LES) previously determined by their scores on the Michigan 
Oral Language Test. 
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The Locale of the Study 
This investigation was conducted in the Atlanta 
Public School System in Atlanta, Georgia. The school 
system has a diverse population of Blacks, Anglos, Asians, 
Africans, Cubans and other ethnic groups with their own 
particular native language and culture. In conjunction 
with its multi-ethnic population and diversity of languages, 
the system experiences a high degree of mobility, particular 
ly by students from the low socioeconomic strata. 
Both schools are similarly located in comparable 
communities. These communities are combined commercial/ 
residential sites. Each has a shopping center and other 
independent small businesses. Housing for the most part 
constitutes low rental apartments and housing projects 
conspicuously dotted by scattered one-family residences. 
The achievement test scores of students in these community 
schools do not show a statistical difference—a consistency 
which has prevailed for the past five years. 
Components of the Instructional 
Programs 
English as a Second Language 
The ESL component is primarily designed to enable 
the non-English speaking or limited English-speaking 
student to acquire the necessary fluency to participate 
fully in the regular school program at the appropriate 
grade level. Concomitantly, it purports to train the 
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non-English speaking or limited-English-speaking student 
to function adequately and successfully in all pertinent 
areas of his/her new school community in accordance with 
age, interest level, and ability. 
The ESL model consists of the following three com¬ 
ponents: (a) the instructional team; (b) the instruc¬ 
tional program, and (c) the schedule. These three com¬ 
ponents function in unison to effect the primary and 
concomitant designs of the ESL instructional program. 
The instructional team is the most improtant com¬ 
ponent of the ESL model. It consists of the ESL teacher, 
who is fluent in a second language, an assistant teacher 
who speaks the target language, a paraprofessional who 
speaks only English, the regular classroom teacher, and 
the media specialist. In addition, staff from the inter¬ 
related program, as well as staff from the ancillary 
programs such as, music, band, and physical education 
serve to complement the instructional team. This team 
acts as a unit to provide an instructional program which 
instructs, remediates, and enriches non-English-speaking 
and limited-English-speaking students to effect a smooth 
transition from the ESL program to the regular instruction¬ 
al program. It is expected that continued progress for 
these students would be facilitated in this manner. 
The instructional program was divided into the fol¬ 
lowing areas: (a) oral language development (.verbal) ; 
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(b) language arts; (c) mathematics; and (d) social 
skills. 
(a) Oral language emphasizes phonological and morpho¬ 
logical skills as well as the syntactical aspects of the 
second language. These skills, however, more commonly 
classified as listening, speaking, and reading are 
further explicated. Accordingly, listening was 
addressed as a receptive skill; speaking a communicative 
skill--emitting ideas, emotions and belief, and reading 
a developmental skill to improve one's ability to recognize 
and understand printed symbols and the ideas they repre¬ 
sent. 
(b) Language arts included oral language development 
as well as the four basic skill areas of listening, 
speaking, reading and writing mandated by the curriculum 
for teaching. The ESL language arts program utilized these 
same skills in content area subjects such as mathematics, 
social studies and social skills as they relate to the 
non-English-speaking and limited-English-speaking students' 
target culture as well as the American culture. While oral 
language skills and language arts skills focused on similar 
areas, the basic skills (listening, speaking, reading, and 
writing) were designed so as to build vocabularies, 
sharpen word attack skills, and perfect communication 
skills to ensure comprehension of students in the program. 
(c) Mathematics was organized to assist the non- 
English-speaking/limi ted-English-speaking pupils in extending 
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their performance on computations. Some areas of 
extension included using mathematics in the role of a 
consumer, communicating mathematical ideas correctly and 
clearly to others, and applying mathematics to other 
subject areas. Mathematics was also organized to assist 
the non-English speaking/limited-English-speaking pupils 
to expand upon basic operations mastered in the native 
language so that the second language vocabulary could be 
developed and serve as a motivator in acquiring the 
required skills. 
(d) Social skills were developed and structured so 
that each non-English-speaking/limited-English-speaking 
pupil would be able to function in the new culture as well 
as introduce the social skills of his own particular 
culture to the English proficient student (EPS). The 
social skills included health and safety, citizenship, 
career awareness, and family and community living. These 
life-coping skills are referred to as a part of the 
foundation for further education or immediate preparation 
for job acquisition. 
The ESL model was designed in this way to address 
the changes that are taking place in society. The tech¬ 
nological shrinking of today's world has forged a more 
intimate diversity of culture, and students heretofore 
not prepared, must be instructed to make the necessary 
shift from a monolingual world to a bilingual one. Details 
of the ESL model to effect this change are given in the 
diagram which follows. 
FIGURE 1 
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Standard Instructional Program 
The SIP component is designed to enable monolinguals 
or regular American students to achieve their fullest 
potential in the core curriculum of the school. In 
addition, it proposes to enable the English-speaking 
student to function adequately and successfully in all 
pertinent areas of his/her surrounding community in 
accordance with his/her age, interest level, and ability. 
It is further designed to assimilate all languages into 
the national language of the country—English. It may be 
recalled that during the construction of the Constitution 
of the United States of America, English was voted to be 
the national language, anticipating that a melting pot 
situation would result in the United States. SIP likewise 
operates on the melting pot theory to some extent. 
The SIP model like the ESL model consists of three 
components which are the instructional team, the instruc¬ 
tional program, and the schedule. Although the components 
are identical in name to those of the ESL model, their 
composition differs. 
The instructional team likewise is the most important 
part of the SIP model. This team comprises a regular 
certified teacher, who is fluent in English, and a bi¬ 
lingual educational aide who also speaks English. In 
addition, a media specialist, ancillary staff, and inter¬ 
related staff complement the team. This team sets the 
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scope and sequence of instruction in core curriculum 
subjects and physical education. This team also bears 
the brunt of the burden in preparing students to perform 
well on national tests, as well as provide successful 
articulation between intra and inter grade levels. 
The instructional program was divided into the fol¬ 
lowing areas: (a) language arts, (b) mathematics, and 
(c) social skills with particular emphasis upon the 
elementary curriculum development (ECD) program. The 
elementary curriculum development program is a comprehensive 
system-wide mandated program, which attempts to deliver a 
continuous progressive, individualized/personalized instruc¬ 
tional program to all elmentary students in the school 
system. 
(a) The language arts program includes language 
development with particular emphasis on the development 
of listening, speaking, and writing skills as mandated by 
the ECD curriculum. Reading was designed to enable the 
students to recognize and understand the word printed 
symbols, and ideas they represent. In addition, emphasis 
was placed on improving vocabulary, sharpening word attack 
and word recognition skills, and ensuring comprehension 
on the part of students. 
Core curriculum area subjects, such as mathematics, 
social science, and social skills were taught using 
specialized strategies and techniques. These were designed 
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to enable students to achieve their fullest potential and 
develop an understanding and feeling for aesthetic 
literacy. 
(b) Mathematics was organized to teach number 
recognition, number concept, and the basic operations in 
mathematics computation. It was also designed to teach 
mathematics vocabulary and interpretation of simple word 
problems and graphs. 
(c) Social skills were developed and structured so 
that each student would be able to function in his/her 
present culture while showing an appreciation of other 
cultures. The social skills involved health, safety, 
citizenship, career awareness, and family and community 
living. These skills, more recently referred to as life¬ 
coping skills are considered as a part of understanding 
the meaning of education—a preparation for future 
employment and/or leadership positions. 
The SIP method is used pervasively in most school 
districts, particularly in Georgia, and is especially 
viable for an assimilated society, such as America is 
fast becoming. 








General Method of Investigation 
The general method of investigation used in the study 
is the pretest-posttest control group design. It will be 
possible through this method to determine the amount of 
increase in gain scores as measured by the Stanford Achieve¬ 
ment Test. 
The statistical technique utilized to analyze the data 
was the t-test which tested the following hypotheses: 
HO^: There will be no statistically significant 
difference between the experimental group 
and the control group in the increase in 
scholastic achievement scores in reading 
as measured by the Stanford Achievement 
Test. 
H02: There will be no statistically significant 
difference between the experimental group 
and the control group in the scholastic 
achievement scores in mathematics as measured 
by the Stanford Achievement Test. 
HO..: There will be no statistically significant 
difference between the experimental group 
and the control group in the scholastic 
achievement scores in social skills as 
measured by the Stanford Achievement Test. 
FIGURE 3 






1. English as a Second Language (ESL) is the intensive 
study of English taught to non-native speakers of 
English. 
2. Standard Instructional Program (SIP) is an established 
teaching procedure and operation for all students. 
3. Elementary School is a school that is composed of 
students in kindergarten through grade five. 
4. Bilingual Education is the concurrent use of two 
languages as media of instruction for a student in 
a given school in any or all school curriculum. 
5. Target Language is a second language under study 
which is not the natural or dominant language of 
the student. 
6. Monolingual Instruction is instruction in one 
language only which is the dominant language of 
the society. 
7. Third World Citizen is an immigrant to the United 
States from the continents of Africa, Asia, and 
portions of Camboida and Vietnam. 
Major Questions to be Answered 
This study sought answers to questions previously 
posed in the introduction. However, the overall objective 
of the study was to provide answers to thé major questions 
which guided the focus of the research: Will students in 
an ESL program show greater achievement in reading, mathe¬ 
matics, and social skills as a result of participation in 
this intensive English language training program? Or, will 
the regular instructional program produce similar achieve¬ 
ment gains for bilingual students not intensively instruc¬ 
ted? 
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The concern is that many of these students have been 
left illiterate in their native language and that our 
method of schooling has fostered low achievement levels in 
English itself, particularly in institutions which ascribe 
to the policy that only English should be used as the 
medium of instruction. Since school systems have an obli¬ 
gation to produce a literate society, perhaps intensive 
ESL programs for third world bilingual students would be 
a social and academic advantage for our nation. 
Subjects participated in two separate instructional 
course interventions designed to promote greater achieve¬ 
ment as measured on the Stanford Achievement Test. The 
treatment was presented in daily class sessions of one hour 
over a period of sixteen weeks, considered to be an 
academic semester. 
Fifty-two students from the experimental group were 
instructed by the ESL method for a period of sixteen weeks 
by a bilingual teacher and aides who could speak the 
language of the children in the group. The teacher and 
aides taught reading, oral language, mathematics, and social 
skills to help the pupils adjust to the new environment. 
The block approach was used in teaching oral language and 
reading during the first period of the day. This approach 
refers to the specific amount or block of time spent in 
instruction. English/reading consumed a one and one-half 
block of time, while mathematics and social skills were 
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each taught in a one hour block of time. Mathematics 
and social skills were subsequently taught during the 
second and third periods. The afternoon periods were 
devoted to art, music, physical education, and library 
sessions on scheduled days. All subjects in the afternoon 
were taught by a regular teacher with all students involved 
in the socialization as well as the academic process. 
At the completion of the 16-week instructional pro¬ 
gram students were posttested for a period of five days 
using the same instrument—Stanford Achievement Test and 
under the same conditions—the same time of administration, 
the same bilingual teacher, psychologist, and aides. 
Forty-four subjects from the control group were 
taught by a regular classroom teacher, assisted by an 
educational aide, using the SIP method for a period of 
sixteen weeks. The subjects followed a regular schedule 
of instruction with all ethnic groups located in the same 
room at the same time. The only language emphasized was 
English—the only language spoken by the teacher during 
the sixteen weeks of instruction. These students were 
taught reading, mathematics, social studies, physical 
education, art, and library skills under regular instruc¬ 
tional conditions. 
At the completion of the sixteen week instructional 
program, students were tested over a period of five days 
using the same instrument—the Stanford Achievement Test, 
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and under the same conditions—the same time of administra¬ 
tion, the same regular classroom teacher, same psychologist 
and the same aides. These steps were taken to ensure that 
both pre and posttesting periods would be equivalent in 
conditions. 
Research Design 
The pretest-posttest control group design adapted 
from Campbell and Stanley (1973) was used in this study. 
The design is graphically represented in figure 4. 
FIGURE 4 
Research Design 
Group I 0^ C>2 
Group II 0^ O2 
0 = Observation 
X = Treatment 
Threats to Validity. Perceived threats to internal 
validity are the following: 
1. Inability to randomly assign teachers and 
students in the experimental and control 
groups. 
2. Inability to ensure that the ESL and SIP 
methodologies were taught as designed. 
3. Inability to control instructional materials 
used by the comparison group. 
4. Reactive effects of the experimental arrangement. 
Possible threats to external validity are listed below. 
1. Inability to assess the interaction between 
pre and post-effects. 
2. Limited generalizability of findings. 
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Instruments 
The 1982 Stanford Early School Achievement Test, 
Primary 2, Form E, and Levels 1 and 2 (1982) developed 
and validated by a National Item Analysis Program was used. 
The respondents were asked to answer questions correctly in 
the areas of word reading, comprehension, listening skills, 
mathematical computations and applications, and social 
skills. 
Pupils in grades kindergarten through first grade took 
the primary level test while second and third graders took 
level 1 test with students in fourth and fifth grades being 
tested on the level 2 test. The purpose of this norm 
referenced test was to obtain data that is descriptive of 
the achievement of students in the nation's schools on 
specified categories. 
A high score on any dimension of the test indicates a 
large number of questions answered correctly by students. 
Percentile ranks and stanines yield information pertaining 
to students' performances across subtests, levels, and 
forms, as well as students' test results in relation to 
that of their peers. Grade equivalents and scaled scores 
enabled a comparison of students across grades, levels, 
and forms. For the purpose of this study raw scores were 
obtained. 
Reliability of the Stanford Achievement Test. Statis¬ 
tics from administration of the test on a national level 
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indicated that the reliability of individual scores was 
moderate to reasonably high. On the three instruments 
according to the Kuder-Richardson Formula #20 Reliability 
Coefficients, reliabilities in the area of mathematics 
ranged from .76 to .81; reading from .76 to .93; the 
lowest reliabiltiy was reported for social skills which 
ranged from .68 to .81, which was also acceptable. 
Validity. The validity of the instrument is documented 
in the manual of use published by the Psychological 
Corporation in 1982. Test items measuring each objective 
were written. Those items that did not function well in 
the classroom were eliminated. The tests were then reviewed 
by content experts, editors, measurement specialists, and 
those teachers who participated in local tryouts and in the 
national tryout program. Further evaluation was made by 
a group of independent authorities composed of an eight- 
member panel of minority educators who were mainly concerned 
with eliminating sources of racial, cultural, ethnic and 
sex biases. 
A National Item Analysis Program was conducted to 
determine the effectiveness of the options, the administra¬ 
tion time, and the reactions of pupils and teachers to the 
clarity, format, and content of the test materials. One 
hundred thousand students from fifty school systems were 
selected according to a stratified random sampling tech¬ 
nique. This procedure was used to represent accurately the 
-71- 
socioeconomic status, school system, enrollment, geographic 
regions, and terms of measured ability. Items selected for 
the test included only those that correlated positively 
and significantly at least to the level of .35. 
Scoring. Items on the test were electronically scored 
since students answered the questions in machine-scorable 
test booklets. The scale's response format was in two forms 
a five-point Likert scale was used for the reading and 
mathematics test. The number of items on the test ranged 
from 34-60. The concept of numbers sections had thirty-four 
items, while the reading comprehension section totaled 
sixty items. 
Data Collection Procedures 
Data were collected using the Stanford Achievement Test 
A trained psychometrist administered the test. Testing con¬ 
ditions were controlled by means of standardized testing 
procedures, and the test was administered in a group 
situation to the control group taught by the SIP method and 
the experimental group instructed by the ESL method. 
This research employed independent t-tests. The unit 
of analysis was the gain score. The statistical treatment 
of the data also reported the determination of mean, median, 
standard deviation, and the standard error of the mean. 
The following list contains independent and dependent 
variables for the statistical techniques utilized. 
Independent Variable 




1. Scholastic achievement gain scores in reading 
mathematics and social skills. 
Data Analysis Plans 
The scores on the Stanford Achievement Test were 
used to determine the comparative levels of progress made 
in reading, mathematics, and social skills by students 
in the control and experimental groups. Data were 
analyzed among both the experimental and control groups 
to assess the effect of the two separate methodologies or 
interventions (ESL and SIP) upon the gain scores reported 
in the three categories of reading, mathematics, and 
social skills. 
Summary 
Procedures used in this investigation have been 
described according to the ramifications of the study and 
the statistical treatment involved. 
The sample was identified and pertinent information 
related to the sample was given. Demographic information 
was provided on subjects as well as the locale in which 
the investigation took place. Components of the 
instructional programs used as interventions were 
delineated. Statistical treatment was outlined, level 
of significance cited, and dependent and independent vari¬ 
ables were identified. 
-73- 
Chapter four will present a description of the 
analysis and interpretation of data obtained in this 
study. 
CHAPTER IV 
DATA PRESENTATION AND ANALYSIS 
Introduc bion 
The intent of this investigation was to determine the 
relative effectiveness of the instructional methodology 
of English as a Second Language (ESL) and the methodology 
of the Standard Instructional Program (SIP) on a select 
number of bilingual-bicultural elementary children. 
Students in the control group were instructed in the SIP 
method while students in the experimental group were 
instructed in the ESL method. The Stanford Achievement 
Test was used to measure the pre- and post-achievement of 
each child in the areas of reading, mathematics, and social 
skills. Descriptive measurements such as frequency dis¬ 
tribution, percentages, mean, and mean differences were 
used to provide detailed and accurate statistical pictures 
of family make-up and the academic achievement of each child 
in the control or experimental group. 
The index used to find the significance of the dif¬ 
ference between the means of the samples in this case is 
called the t-test for independent samples. 
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In order to further explicate the data and enhance 
comprehension of the statistical information presented, this 
chapter was divided into three topics with a written 
analytical statement followed by charted data information. 
These topics are: (1) Family Demographic Data, (2) Mean 
Comparisons of Instructional Levels, and (3) Testing of 
Hypotheses. 
Family Demographic Data 
Parents with children, in this study, were assigned 
to a control or experimental group based on the assignment 
of their respective children. There were twenty-seven 
families. Children in the control group came from sixteen 
different families while children in the experimental 
group came from eleven different families. The control group 
consisted of forty-four children with fifty-two in the 
experimental group. 
According to the data in table 1, 40.7 percent of the 
families' country of origin was Vietnam, with 29.6 percent 
from Cambodia, 25.9 percent from Africa and 3.8 percent 
from Cuba. There was an equal distribution of families 
from Africa, Vietnam and Cambodia in the control group with 
a percentage of 18.5. The largest percentage for the 
experimental group was 22.2 percent with the country of 
origin being Vietnam. 
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TABLE 1 
COUNTRY OF ORIGIN 
Group Africa Vietnam Cambodia Cuba 
Control 5 (18. 5%) 5 (18.5%) 5 (18.5%) 1 (3.8%) 
Experimental 2 ( 7. 4%) 6 (22.2%) 3 (11.1%) 0 (0.0%) 
Total 7 (25. 9%) 11 (40.7%) 8 (29.6%) 1 (3.8%) 
The breakdown of parents' occupations in the homeland 
was 44.4 percent as soldiers, 37.0 percent as governmental 
workers, 14.8 percent as fishermen, and 3.8 percent as 
farmers. Governmental workers had the highest occupation 
for the control group (22.2 percent) while soldiers had the 
highest occupation for the experimental group (25.9 percent). 
TABLE 2 
HOMELAND OCCUPATION OF PARENTS 
Type of Work 
Governmental 
Group Worker Soldier Farmer Fisherman 
Control 6 (22.2%) 5 (18.5%) 1 (3.8%) 4 (14.8%) 
Experimenta1 4 (14.8%) 7 (25.9%) 0 (0.0%) 0 ( 0.0%) 
Total 10 (37.0%) 12 (44.4%) 1 (3.8%) 4 (14.8%) 
The overall educational level for parents was elemen¬ 
tary (51.8 percent) followed by high school (44.4 percent) 
and college (3.8 percent). The highest educational level 
-77- 
for the control group was elementary (29.6 percent) and 
the highest educational level for the experimental group 
was high school (25.9 percent). 
TABLE 3 
PARENT EDUCATIONAL LEVELS 
Group 
Schooling 
Elementary High School College 
Control 8 (29.6%) 7 (18.5%) 1 (3.8%) 
Expérimenta1 6 (22.2%) 5 (25.9%) 0 (0.0%) 
Total 14 (51.8%) 12 (44.4%) 1 (3.8%) 
The overall number of children per family was in the 
4-5 interval (51.8 percent) followed by the 2-3 interval 
(29.6 percent), 6-7 interval (11.1 percent) and 8-9 interval 
(7.4 percent). The 4-5 child interval was the highest for 
the control and experimental group with the following 
respective percentages: 33.3 percent and 18.5 percent. 
TABLE 4 
NUMBER OF CHILDREN PER FAMILY 
Group 2-3 4-5 6-7 8-9 
Control 4 (14.8%) 9 (33.3%) 3 (11.1%) 0 (0.0%) 
Experimental 4 (14.8%) 5 (18.5%) 0 ( 0.0%) 2 (7.4%) 
Total 8 (29.6%) 14 (51. 8%) 3 (11.1%) 2 (7.4%) 
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A majority of parents in this study had been in the 
United States from 19-24 months. The next largest interval 
was more than 24 months (25.9 percent) followed by 13-18 
months (11.1 percent), and 6-12 months (3.8 percent). The 
19-24 months interval was the highest for the control and 
experimental groups with the following respective per¬ 
centages: 33.3 percent and 25.9 percent. 
TABLE 5 










Control 16 1 (3.8%) 3 (11.1%) 9 (33.3%) 3 (11.1%) 
Experimental 11 0 (0.0%) 0 ( 0.0%) 7 (25.9%) 4 (14.8%) 
Total 27 1 (3.8%) 3 (11.1%) 16 (59.2%) 7 (25.9%) 
Mean Comparisons of Instructional 
Levels 
Students were assigned instructional levels according 
to the Stanford Achievement Test. Level I was assigned 
to kindergarten and first grades; level II, second and 
third grades; and level III, fourth and fifth grades. 
The control and experimental groups were tested 
according to each instructional level in reading, mathe¬ 
matics, and social skills by using the Stanford Achievement 
Test (SAT). The mean difference analysis was used to deter¬ 
mine the extent of students' achievement on the pre and 
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post SAT. The breakdown of students by control/experi¬ 
mental group and instructional levels is given in table 6. 
TABLE 6 
STUDENTS' DISTRIBUTION 
Group Level One Level Two Level Three 
Control 14 (14.6%) 15 (15.6%) 15 (15.6%) 
Experimental 19 (19.8%) 17 (17.7%) 16 (16.6%) 
Total 33 (34.4%) 32 (33.3%) 31 (32.2%) 
Instructional Level I: Reading 
This section will present data on level I students 
in reading according to two subtest items: word reading 
and listening to words and stories. According to table 7 
on word reading, students in the control group (X = 19.21) 
scored higher on the pre-test than students in the experi¬ 
mental group (X = 16.58) with a mean difference of 2.63. 
On the post-test the students in the experimental group 
(X = 22.95) scored higher than students in the control 
group (X = 17.14) with a mean difference of 5.81. The 
overall mean difference (post-test mean minus pre-test mean) 
for the control group was -2.07 which was a decrease in 
achievement while the experimental group had a mean differ¬ 
ence of +6.37 which was an increase in achievement. 
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TABLE 7 
WORD READING - LEVEL I 
Group 
Pre-test Post-test 
Standard Standard Mean 
Mean Deviation Mean Deviation Difference 
Control 19.21 10.89 17.14 9.84 -2.07 
Experimental 16.58 6.15 22.95 6.24 +6.37 
The data on listening to words and stories is pre¬ 
sented in table 8. The experimental group (X = 20.95) 
scored higher on the pre-test than the control group 
(X = 15.62) with a mean difference of 5.33. Also, the 
experimental group (X = 27.58) scored higher on the post¬ 
test than the control group (X = 21.50) with a mean dif¬ 
ference of 6.08. The overall mean differences for the 
control and experimental groups were positive which was 
an increase in achievement. The mean difference score for 
the control group was +5.88 with a mean difference score 
of +6.63 for the experimental group. 
TABLE 8 









Control 15.62 11.44 21. 50 11. 35 + 5.88 
Experimental 20.95 9.17 27.58 8.33 + 6.63 
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Instructional Level II: Reading 
There were two subtest items in reading on the level 
II reading test: word reading and reading comprehension. 
Table 9 presents data on word reading. According to this 
table the control group (X = 17.00) scored higher on the 
pre-test than the experimental group (X = 14.41) with a 
mean difference of 2.59. The experimental group (X = 25.71) 
scored higher on the posttest than the control group 
(X = 23.72) with a mean difference of 1.98. The overall 
mean differences for the control and experimental groups 
were positive which was an increase in achievement. The 
mean difference score for the control group was +6.73 with 
a mean difference score of +11.30 for the experimental 
group. 
TABLE 9 









Control 17.00 11. 69 23.72 10.78 + 6.73 
Expérimenta 1 14.41 3. 18 25. 71 3. 19 +11.30 
The data on reading comprehension is presented in 
table 10. The experimental group (X = 18.27) scored higher 
on the pretest than the control group (X = 17.60) with a 
mean difference of +0.67. Also, the experimental group 
(X = 29.70) scored higher on the posttest than the control 
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group (X = 24.60) with a mean difference of +5.1. The 
overall mean differences for the control and experimental 
groups were positive which was an increase in achievement. 
The mean difference score for the control group was +7.00 
with a mean difference of +11.46 for the experimental group. 
TABLE 10 









Control 17.60 10.40 24. 60 11.28 + 7.00 
Experimental 18.27 6.00 29.70 3. 95 + 11. 46 
Instructional Level III: Reading 
There were two subtest items in reading on the level 
III reading test: word reading and reading comprehension. 
According to table 11 on word reading, students in the 
experimental group (X = 27.00) scored lower on the pretest 
than students in the control group (X = 30.80) with a mean 
difference of +3.80. The experimental group (X = 34.44) 
scored higher on the posttest than the control group 
(X = 31.20) with a mean difference of +3.24. The overall 
mean difference for the control group was +0.40 which was 
an increase in achievement while the experimental group had 













Control 30.80 9.17 31.20 9.90 + 0.40 
Expérimenta 1 27.00 10.91 34.44 7.47 + 7.44 
The data on reading comprehension is presented in 
table 12. The experimental group (X = 21.38) scored higher 
on the pretest than the control group (X = 17.13) with a 
mean difference of 4.25. Also the experimental group 
(X = 33.19) scored higher on the posttest than the control 
group (X = 22.13) with a mean difference of 11.06. The 
overall mean differences for the control and experimental 
groups were positive which was an increase in achievement. 
The mean difference score for the control group was +5.00 
with a mean difference of +11.81 for the experimental group. 
TABLE 12 
READING COMPREHENSION - LEVEL II 
Pretest Posttest 







Control 17.13 9.78 22. 13 5. 82 + 5.00 
Experimental 21.38 8.57 3 3. 19 9.10 +11.81 
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Instructional Level I: Mathematics 
The purpose of this section is to present data on 
level I students in mathematics in reference to two sub¬ 
test items: concepts of numbers and mathematics applica¬ 
tions. According to table 13 on concepts of numbers, 
students in the experimental group (X = 23.00) scored 
higher on the pretest than students in the control group 
(X = 21.50) with a mean difference of 1.5. Also, on the 
posttest the experimental group (X = 27.58) scored higher 
than the control group (X = 25.86) with a mean difference 
of 1.72. The overall mean differences for the control and 
experimental groups were positive which was an increase in 
achievement. The overall mean difference score for the 
control group was +4.36 while the mean difference score 
for the experimental group was +4.58. 
TABLE 13 









Control 21.50 6.94 25.86 6.14 + 4.36 
Experimental 23. 00 7.77 27.58 6.40 + 4. 58 
The data on mathematics application is presented in 
table 14. Students in the control group (X = 29.93) scored 
higher on the pretest than students in the experimental 
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group (X = 25.95) with a mean difference of 3.98. Also, 
the control group (X = 32.29) scored higher on the post¬ 
test than the experimental group (X = 31.37) with a mean 
difference of 0.92. The overall mean differences for both 
groups were positive which was an increase in achievement. 
The overall mean difference score for the control group 
was +2.36 while the mean difference score for the experi¬ 
mental group was +5.42. 
TABLE 14 









Control 29.93 8. 33 32. 29 7.30 + 2.36 
Experimental 25.95 9.48 31.37 9.35 + 5.42 
Instructional Level II: Mathematics 
There were two subtest items in mathematics on the 
level II mathematics test: mathematics computation and 
mathematics application. According to the data in table 15 
on mathematics computation, students in the experimental 
group (X = 17.76) scored higher on the pretest than 
students in the control group (X = 16.93) with a mean dif¬ 
ference of 0.83. Also, on the posttest the experimental 
group (X = 22.71) scored higher than the control group 
(X = 21.20) with a mean difference of 1.51. The overall 
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mean difference for both groups was positive which was an 
increase in achievement. The mean difference score for 
the control group was +4.27 while the mean difference 
score for the experimental group was +4.95. 
TABLE 15 
MATHEMATICS COMPUTATION - LEVEL II 
Pretest Posttest 
Standard Standard Mean 
Group Mean Deviation Mean Deviation Difference 
Control 16.93 11. 83 21.20 8. 50 + 4.27 
Experimental 17.76 5. 33 22.71 6. 20 + 4.95 
The data on mathematics application is presented in 
table 16. The experimental group (X = 27.65) scored higher 
on the pretest than the control group (X = 19.47) with a 
mean difference of 8.18. Also, the experimental group 
(X = 30.18) scored higher on the posttest than the control 
group (X = 23.27) with a mean difference of 6.91. The 
overall mean difference for the control and experimental 
groups was positive which was an increase in achievement. 
The mean difference for the control group was +2.80 while 













Control 19.47 14.32 23. 27 12.17 + 3. 80 
Experimental 27. 65 5. 18 30.18 4. 33 + 2.53 
Instructional Level III: Mathematics 
There were two subtest items in mathematics on the 
level III mathematics test: mathematics computation and 
mathematics application. According to table 17, students 
in the control group (X = 22.53) scored higher on the pre¬ 
test than students in the experimental group (X = 19.13) 
with a mean difference of 3.40. Also, the control group 
(X = 25.60) scored higher on the posttest than the experi¬ 
mental group (X = 23.75) with a mean difference of 1.85. 
Both groups had a positive mean difference score which was 
an increase in achievement. The mean difference score for 
the control group was +3.07 while the mean difference score 
for the experimental group was +4.62. 
TABLE 17 









Control 22. 53 5.94 25.60 7.28 + 3.07 
Experimental 19.13 7.62 23.75 6.66 + 4.62 
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The data on mathematics application is presented 
in table 18. Students in the experimental group (X = 34.25) 
scored higher on the pretest than students in the control 
group (X = 29.53) with a mean difference of 4.72. Also, 
the experimental group (X = 35.69) scored higher on the 
posttest than the control group (X = 29.87) with a mean 
difference of 5.82. Both groups had an overall positive 
mean difference score which was an increase in achievement. 
The mean difference score for the control group was +0.34 
with a mean difference score of +1.44 for the experimental 
group. 
TABLE 18 









Control 29.53 7.09 29.87 8.67 + 0.34 
Experimental 34.25 8.78 35.69 7.78 + 1.44 
Social Skills: Levels I, II, and III 
The social skills subtest items for each level was 
designed to assess students' understanding of the basic 
concepts reflecting the social and natural environment of 
their world. Concepts of the social environment include 
home and family, the neighborhood, ways people live 
together, ways of traveling, and communication. Concepts 
of the natural environment related to plants and animals, 
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ear th/sun relationships, and the tools and other machines 
that people use. 
Instructional Level I 
According to the data in table 19, the control group 
(X = 21.29) scored higher on the social skills pretest 
than the experimental group (X = 21.21) with a mean dif¬ 
ference of +0.08. However, on the posttest the experi¬ 
mental group (X = 26.68) scored higher than the control 
group (X = 24.21) with a mean difference of 2.47. Both 
groups had a positive overall mean difference which was 
an increase in achievement. The overall mean difference 
score for the control group was +2.92 with an overall mean 
difference score of +5.47 for the experimental group. 
TABLE 19 









Control 21. 29 7.62 24. 21 6.85 + 2.92 
Experimental 21.21 6.94 26.68 5.61 + 5. 47 
Instructional Level II 
The data on social skills achievement is presented in 
table 20. The control group (X = 23.67) scored higher on 
the social skills pretest than the experimental group 
(X = 11.76) with a mean difference of 11.91. Also, the 
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control group (X = 31.40) scored higher on the social 
skills posttest than the experimental group (X = 17.06) 
with a mean difference of 14.34. Both groups had a positive 
overall mean difference which was an increase in achieve¬ 
ment. The overall mean difference score for the control 
group was +7.73 with an overall mean difference score of 
+5.30 for the experimental group. 
TABLE 20 









Control 23.67 6. 26 31.40 6.07 + 7.73 
Expérimenta 1 11. 76 3. 85 17.06 4. 12 5.30 
Instructional Level III 
According to the data in table 21, the control group 
(X = 23.07) scored higher on the social skills pretest 
than the experimental group (X = 19.63) with a mean dif¬ 
ference of 3.44. Also, on the social skills posttest the 
control group (X = 26.53) scored higher than the experi¬ 
mental group (X = 26.31) with a mean difference of 0.22. 
Both groups had a positive overall mean difference which 
was an increase in achievement. The overall mean dif¬ 
ference for the control group was +3.46 with an overall 
mean difference score of +6.68 for the experimental group. 
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TABLE 21 









Control 23.07 11. 23 26. 53 7.99 + 3.46 
Experimental 19. 63 7.51 26.31 7.79 + 6.68 
Testing of Hypotheses 
The t-test, which measures the ratio of the difference 
between the means to the standard error of the difference 
between the means, was used to examine and analyze each 
hypothesis statement. For any given degree of freedom, the 
computed t-value is significant if it is equal to or greater 
than the table t-value at a preselected level of signifi¬ 
cance. The level of significance chosen was .05. 
Null Hypothesis One: Reading 
HO.: There will be no statistically significant 
difference between the experimental 
group and the control group in the 
scholastic achievement scores in reading 
as measured by the Stanford Achievement 
Test. 
According to the data in table 22, significant dif¬ 
ferences occurred between the control group (SIP method) 
and the experimental group (ESL) method on the subtest of 
word reading for all three of the instructional levels. 
Since the computed t-value for all levels on this subtest 
was greater than the table t-value at the .05 level of 
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significance, and the null hypothesis was accepted; 
however, on this same subtest the computed t-value for 
level III was greater than the table t-value at the .05 
level of significance and the null hypothesis was rejected. 
TABLE 22 
SUMMARY OF INDEPENDENT T-TESTS IN READING 
Subtest Computed Table Degrees of Significant 
Items T-Value T-Value Freedom (Yes or No) 
Level I 
Word Reading 3.71 2. 039 31 Yes 
Listening to 
words and 
stories 0.41 2.039 31 No 
Level II 
Word Reading 2.61 2. 042 30 Yes 
Reading 
Compr ehension 1. 77 2. 042 30 No 
Level III 
Word Reading 3. 19 2.045 29 Yes 
Reading 
Comprehension 2. 70 2. 045 29 Yes 
Null Hypothesis Two: Mathematics 
HO-: There will be no statistically significant 
difference between the experimental group 
and the control group in the scholastic 
achievement scores in mathematics as 
measured by the Stanford Achievement Test. 
According to the data in table 23, there was no sig¬ 
nificant difference between the control group (SIP method) 
and the experimental group (ESL method) on mathematics for 
each subtest item regardless of instructional levels. 
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Since the computed t-value for all levels was less than 
the table t-value at the .05 level of significance, the 
null hypothesis was accepted. 
•TABLE 2 3 














-0 . 17 2.039 31 No 
Mathematics -1.71 2.039 31 No 
Level II 
Mathematics 
Computation -0.27 2.042 30 No 
Mathematics 
Application 0. 56 2.042 30 No 
Level III 
Mathematics 
Computation -1.17 2. 045 29 No 
Mathematics 
Application -0.92 2.045 29 No 
Null Hypothesis Three: Social Skills 
HO^: There will be no statistically significant 
difference between the experimental 
group and the control group in the 
scholastic achievement scores in 
social skills as measured by the 
Stanford Achievement Test. 
According to the data in table 24, there was no 
significant difference between the control group (SIP 
method) and the experimental group (ESL method) on social 
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skills regardless of instructional level. Since the com- 
puged t-value for all levels was less than the table t- 
value at the .05 level of significance, the null hypothesis 
was accepted. 
TABLE 24 
SUMMARY OF INDEPENDENT T-TESTS 









(Yes or No) 
Level I -1. 79 2.039 31 No 
Level II 1. 44 2.042 30 No 
Level III -1. 75 2. 045 29 No 
Summary 
The present chapter contained a presentation and 
analyses of data on two methods of bilingual education, 
Standard Instructional Program (SIP), and English as a 
Second Language (ESL). Tests were made of three research 
hypotheses formulated for this study. 
Two of the three hypotheses (mathematics and social 
skills), after computing the t-value and comparing the 
table t-value, showed no significant difference at the .05 
level of confidence. However, significant differences were 
shown in reading in four of the six subtests, thereby 
rejecting the hypothesis in part. 
Chapter five will present the conclusions reached in 
the study and a general summary. Suggestions will be 
offered for further research to improve ways administrators, 
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resource personnel and teachers can select better methods 
to teach bilingual students. 
CHAPTER V 
FINDINGS, CONCLUSIONS, IMPLICATIONS 
AND RECOMMENDATIONS 
The purpose of this study was to examine and analyze 
the effectiveness of the instructional methodology of 
English as a Second Language (ESL) and the methodology of 
the Standard Instructional Program (SIP) in terms of three 
variables: reading, mathematics, and social skills. The 
control group was instructed in the SIP method while the 
experimental group was instructed in the ESL method. 
The findings derived from this study enabled the writer to 
draw conclusions on the extent to which each method is 
effective. 
Findings 
Based on the data analysis the following findings 
were made : 
Descriptive Data 
There were ninety-six students in the study with 
forty-four students in the control group (SIP method) 
and fifty-two students in the experimental group (ESL 
method). The parents of these students came mainly from 
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Vietnam (40.7 percent) followed by Cambodia (29.6 percent) 
and africa (25.9 percent). Parents from Cuba constituted 
3.8 percent. The two main occupations of parents in their 
native country were that of soldier (44.4 percent), and that 
of governmental worker (37.0 percent). The academic train¬ 
ing of parents was at the elementary or the high school 
level with a combined percentage of 96.2. The number of 
children per family was in the 2-5 child interval with an 
81.4 percent rate. The overall time parents had been in the 
United States was in the 19 or more than 24 months interval 
with an 85.1 percent rate. 
Reading Data 
The level one experimental group (ESL method) had 
greater mean gain on word reading and listening to words 
and stories than the level one control group (SIP method). 
The mean difference between pre and post reading scores for 
the experimental group on word reading and listening to 
words and stories was +6.37 and 6.63 while the respective 
mean difference for the control group was -2.07 and +5.88. 
However, the level one control group (X = 19.21) scored 
higher on the pre-word reading item than the experimental 
group (X = 16.58). 
The level two experimental group had a greater mean 
gain for word reading and reading comprehension than the 
level II control group. The mean difference for the 
experimental group on these two variables were +11.30 and 
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+11.46 while the mean difference for the control group on 
the same variables were +6.73 and +7.00. However, the 
control group (X = 17.00) scored higher on the pre-word 
reading item than the experimental group (X = 14.41). 
Also, the level three experimental had a greater 
mean gain on word reading and reading comprehension than 
the level three control group. The mean difference for 
the experimental group on these two variables was +7.44 
and +11.81 while the mean difference for the control group 
on the same variable was +0.40 and +5.00. Once again the 
control group (X = 30.80) scored higher on the pre-word 
reading item than the experimental group (X = 27.00). 
The overall mean gain in reading, regardless of test 
items or instructional levels for the experimental group 
(ESL's method), was +55.31 with a +25.01 overall mean gain 
for the control group (SIP's method). The mean gain dif¬ 
ference is +30.30 in favor of the experimental group 
(ESL's method). 
Mathematics Data 
Concepts of numbers and mathematics applications were 
the two sub-test items used in analyzing data from level 
one students. The level one experimental group had a 
greater mean gain on both of these items than the level one 
control group. The mean gain for concepts of numbers and 
mathematics applications for the experimental group was 
+4.58 and +5.42 while the respective mean gain for the 
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level one control group was +4.36 and +2.36. However, the 
control group (X = 29.93) scored higher on the pre-mathe¬ 
matics application item than the experimental group 
(X = 23.95). 
The sub-test items in mathematics for level two 
students were mathematics computation and mathematics 
applications. The level two experimental group had a 
greater mean gain on mathematics computation than the 
level two control group. The mean gain for the experimental 
group was +4.95 while the mean gain for the control group 
was +4.27. However, the control group had a greater mean 
gain on mathematics applications than the experimental 
group. The mean gain for the control group was +5.15 while 
the mean gain for the experimental group was +2.53. 
The sub-test items in mathematics for level three 
students were the same as the level two items: mathematics 
computation and mathematics applications. The level three 
experimental group had a greater mean gain on these two 
sub-test items than the control group. The mean gain on 
these items for the experimental group was +4.62 and +1.44 
while the respective mean gain for the control group was 
+3.07 and +0.34. However, the control group (X = 22.53) 
scored higher on the pre-mathematics computation item than 
the experimental group (X = 19.13). 
The overall mean gain in mathematics regardless of 
test items or instructional levels for the experimental 
-100- 
group was +23.54 with a+19.55 overall mean gain for the 
control group. The mean gain difference was +3.99 in 
favor of the experimental group (ESL's method). 
Social Skills Data 
The level one experimental group had a greater mean 
gain on social skills than the level one control group. 
The mean gain for the experimental group was +5.47 while 
the mean gain for the control group was +2.92. However, 
the control group (X = 21.29) scored higher on the pre¬ 
social skills items than the experimental group (X = 21.21). 
The level two control group had a greater mean gain 
on social skills than the level two experimental group. 
The mean gain for the control group was +7.73 while the 
mean gain for the experimental group was +5.30. 
The level three experimental group had a greater 
mean gain on social skills than the level three control 
group. The mean gain for the experimental group was +6.68 
while the mean gain for the control group was +3.46. How¬ 
ever, the control group (X = 23.07) scored higher on the 
pre-social skills item than the experimental group (X = 
19.63). 
The overall mean gain in social skills, regardless of 
instructional levels for the experimental group,was +17.45 
with a 14.11 overall mean gain for the control group. The 
mean gain difference was +3.34 in favor of the experimental 
group (ESL's method). 
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Null Hypotheses Data 
There was no significant difference between the 
control group (SIP method) and the experimental group (ESL 
method) in mathematics and social skills. Therefore, two 
of the three null hypotheses were accepted because the 
computed t-values for these hypotheses were less than the 
table t-value at the .05 level of significance. Since 
there was an overall significant difference between the 
experimental and control group in reading, particularly 
in four of the subtests, because the computed t-value was 
greater than the table t-value at the .05 level of signifi¬ 
cance, the hypothesis for reading was rejected. 
Conclusions 
The conclusions in this study are an outgrowth of data 
analyses and interpretation regarding the effectiveness of 
the Standard Instructional Program (SIP) and the English as 
a Second Language (ESL) methods of instruction. Students 
in the experimental group (ESL method) showed a greater 
mean difference gain than students in the control group 
(SIP method) in reading and mathematics at all instructional 
levels as well as in social skills at levels one and three. 
The greatest mean difference gain for the experimental 
group over the control group was +30.30 in reading, followed 
by a slight mean difference gain of 3.98 in mathematics and 
3.34 in social skills. 
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The level two control group showed a greater mean 
difference gain than the level two experimental group in 
social skills with a difference of 2.43, and the level two 
subtest in mathematics applications with a difference of 
1.27. Although the mean gain was higher, it was not 
statistically significant. 
It can be concluded that the ESL method is more 
effective than the SIP method in reading than in mathematics 
or social skills. It can further be concluded that ESL 
and SIP methodologies are equally effective in mathematics 
and social skills since no statistical differences were 
shown. 
The investigator offers a word of caution, however, 
while proposing a previously stated cogent reason worth 
considering. It is possible that some relationship could 
have existed between the delivery of the two instructional 
methods and the lack of controlling them, thereby affecting 
their effectiveness. Further research is needed. 
Implications 
The findings, conclusions, and recommendations in 
this study give credence to the following implications. 
First, the English as a Second Language (ESL) method of 
instruction must not be viewed as being superior to the 
Standard Instructional Program (SIP) method of instruction 
except in certain subject matter areas. 
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Secondly, bilingual/bicultural education must be 
a part of the total educational services offered by local 
school systems and not a pilot program that will be 
terminated when federal grants are discontinued. This will 
require a more equal distribution of state and local educa¬ 
tional funds. 
Recommendations 
The majority of research done and the conclusions 
reached by investigations on the difference between the 
SIP and ESL methods of instruction have been inconclusive 
because of the continuous use of existing and ongoing 
bilingual/bicultural programs that are considered pilot 
activities rather than an integral part of the total school 
program. The conclusions submitted earlier should add 
some light to this interpretation. The following recommenda¬ 
tions are based on the findings and conclusions: 
1. It is imperative that researchers look 
closely at the results produced by 
teaching bilingual/bicultural students 
entirely in their native language, in 
the ESL method and in the SIP method 
over an extended period of time. The 
teaching of these students might require 
a combination of instructional methods 
as required for native American students 
based on the subject matter. 
2. It is recommended that federal educational 
agencies involved in bilingual/bicultural 
education launch a national effort in 
cooperation with state departments of 
education and local school systems to 
research thoroughly the area of bilingual/ 
bicultural education. This could provide 
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an abundance of needed data on the 
similarities and differences between 
programs in operation. 
3. It is recommended that the Office of 
Bilingual Education, United States 
Office of Education, and the National 
Institute of Education develop, implement, 
coordinate, and disseminate materials and 
research data of ongoing, exemplary 
programs to local school systems. It 
is hoped that such a federal effort would 
reveal the major component differences 
between a successful and an unsuccessful 




SUMMARY OF MEAN COMPARISONS 
Test Items Control Experimental 
Level I 
Pretest Posttest Pretest Posttest 
Word Reading 
Listening to Words 
19.21 17.14 16.58 22.95 
and Stories 15.6 2 21.50 20.95 27.50 
Concepts of Numbers 21.50 25. 86 23.00 27.58 
Mathematics Applications 29.93 32.29 25.95 31.37 
Social Skills 21. 29 24.21 21.21 26.68 
Level II 
Word Reading 17.00 23.73 14.41 25.71 
Reading Comprehension 17.60 24.60 18.24 29.70 
Mathematics Computation 16.9 3 21.20 17.76 22.71 
Mathematics Applications 19.47 23. 27 27.65 30.18 
Social Skills 23.67 31.40 11.76 17.06 
Level III 
Word Reading 30.80 31.20 27.00 34.44 
Reading Comprehension 17. 13 22.13 21.38 3 3. 19 
Mathematics Computations 22.53 25.60 19.13 23.75 
Mathematics Applications 29.53 29.87 34.25 35.69 








Test Items Control Experimental 
Word Reading -2.07 
Level I 
+ 6.37 
Listening to Word Stories + 5. 88 + 6.55 
Concepts of Numbers + 4.36 + 4.58 
Mathematics Applications + 2. 36 + 5.42 
Social Skills + 2.92 + 5.47 
Word Reading +6.73 
Level II 
+11.30 
Reading Comprehension + 7.00 +11.46 
Mathematics Computation + 4.27 + 4.95 
Mathematics Applications + 3.80 + 2.53 
Social Skills + 7.73 + 5.30 
Word Reading + .40 
Level III 
+ 7.44 
Word Comprehension + 5.00 +11.81 
Mathematics Computation + 3. 07 + 4.62 
Mathematics Applications + .34 + 1.44 
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